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ABSTRACT 
 
EDUCATION ABROAD PARTICIPATION: PREDICTING PARTICIPATION 
THROUGH HIGH SCHOOL ACADEMIC RECORD AND INTENT TO BE 
INVOLVED AS REPORTED IN THE FRESHMAN SURVEY AND IN THE 
COLLEGE SENIOR SURVEY (CSS) 
Elizabeth K. Liebschutz-Roettger 
November 20, 2019 
 Globalization is a topic of great interest in higher education yet fewer than 10% of 
college graduates participate in a formal study abroad program.  While according to The 
American Council on Education [ACE] (2008) data, nearly 80% of incoming first-year 
students intend to go abroad, the reality is most students do not.  Practitioners in 
Education Abroad (EA) are continually looking at ways to help increase student 
participation in overseas programs and opportunities.  The study looks at frequencies and 
predictor models to help determine factors that influence student participation in study 
abroad.  The study utilized HERI’s 2009 The Freshman Survey (TFS) and 2013 The 
College Senior Survey (CSS).  The student responses were matched and used predictor 
variables pertaining to the student characteristics (sex, race/ethnicity, academic major), 
post-secondary school characteristics (public vs. private), intent to go abroad, high school 
academic performance (GPA, AP courses, and college entrance exam scores), intent to go 
abroad, and intent to be involved in college (join student government, NCAA/NAIA 
athletics, join a fraternity or sorority, participate in club/IM sports, participate in student 
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clubs and organizations, and faculty research) to examine actual participation in study 
abroad.  Study results indicate that White students are 1.2 times more likely to go abroad 
than non-White students, Humanities majors are 1.5 more times likely to go abroad than 
other majors, and that students who attend a private, post-secondary schools are 2.5 more 
times likely to go abroad their public post-secondary school counterparts.  First-year 
students who intend to go abroad are 2.5 times more likely to go abroad than their peers 
who do not.  College entrance exam scores, GPA, and AP courses taken are all positively 
associated with going abroad.  Student involvement in on-campus activities predict 
education abroad participation at differing rates.  All variables in the model predict 70% 
of education abroad participation.  The study demonstrates that predominantly White, 
female, students are private colleges and universities are more likely to go abroad.  
However, intent to be involved as a first-year student can be a predictor for education 
abroad participation, dependent on what the involvement is. 
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CHAPTER I  
INTRODUCTION 
Education Abroad and Higher Education 
 
Participation in education abroad (EA) prepares college students, “for life in an 
increasingly globalized world” (Dolby, 2004, p. 153).  In 2008 the Association of 
International Educators (NAFSA)’s annual conference themes emphasized that 
international educators’ need to continue to expand opportunities that create global 
citizens (McMurtrie & Fischer, 2008).  EA refers to the time students spend studying, 
interning, or participating in service learning outside the United States (Forum on 
Education Abroad, 2011).  Increasingly, colleges and universities include global 
intentions in their mission and vision statements to help promote their intentions of 
having globally minded, culturally sensitive graduates.  Most colleges and universities 
include phrasing in their goals and mission statements regarding the importance of 
learning about other cultures (Hopkins, 1999).  One aspect in developing the globalized 
experiences of students is through EA.  While international curricula and faculty are 
meaningful for students, the experience of going abroad is more important for students 
(Love & Estanek, 2004).  In EA, the actual participation numbers are increasing yet the 
percentage of students going abroad has not changed due to the overall changes in 
undergraduate enrollments (The Power of Internationalization [IIE], 2015).  
Globalization is increasingly important in the world as government, industry, and 
higher education leaders expect graduates to meet the demands of a culturally diverse 
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workforce (Lincoln Commission, 2005; The Senator Paul Simon Study Abroad 
Foundation Act, 2013).  Globalization reaches into higher education and is highlighted by 
the increased flexibility created when faculty and students participate in international 
education and are not bound by brick and mortar locations (Hudzik, 2011).  Hudzik 
(2011) defines comprehensive internationalization as a “commitment, confirmed through 
action to infuse international and comparative perspectives throughout the teaching, 
research, and service missions of higher education” (p. 10).  Internationalization is 
viewed as the countries around the world and how they interact individually (Daly, 
1999).  Many companies and organizations are now multinational and want graduates 
prepared to work and function in a continually changing international environment 
(Jaschik, 2015).  With the need for an internationally diverse and culturally rich 
workforce, colleges and universities must prepare their students to meet the needs and 
expectations of employers.  Internationalization in higher education refers to the changes 
made to the curriculum on the home campus including international faculty and courses 
with international topics (DeWit, 2009; Knight, 2014). 
In relation to the internationalization, globalization is an economic concept (Daly, 
1999).  The theories of globalization bring together all the trade economies into one 
entity.  However, in higher education, globalization in education means to integrate 
learning, culture, and economy as a means of trade (Knight, 2014).  Globalization of 
higher education is meant to assimilate the learning from a dynamic perspective (Daly, 
1999; Knight, 2014) whereas internationalization tends to only happen at a student’s 
home college or university (Daly, 1999). 
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EA brings a form of diplomacy to a younger generation giving them greater 
access to the world.  With increased exposure, it is the students’ responsibility to 
understand how cultures vary from their own.  A globalized society requires our students 
to know how to interact culturally, professionally, and personally with others from a wide 
variety of backgrounds.  Another factor to motivate American college graduates to spend 
time abroad is the need to ensure they are staying competitive with their international 
counterparts.  Many international colleges and universities, especially in disciplines such 
as business, require their students to spend time abroad as part of their studies.  Students 
from the United States should be equally prepared. 
The changes in the world emphasize the value of globalization.  As technology 
and communication make other parts of the world more accessible, economies become 
more intertwined, and there are flexible boundaries between countries and cultures, 
graduates of colleges and universities must prepare to function in an ever-changing 
society.  Campus life is becoming more diverse as more international students, 
immigrants, and refugees attend colleges and universities in the U.S. (IIE, 2015; Spring 
2015).  Domestic students need to understand how to interact with and appreciate global 
differences.  In higher education, globalization extends beyond what faculty and students 
bring to the campus, but it also encompasses sending them away for a better 
understanding of the interconnectedness of cultures and lifestyles around the world (Love 
& Estanek, 2004).  
 Higher education leaders embrace the notion of globalization expressed in 
institutional mission statements in various manners (Merrill, Braskamp, & Braskamp, 
2012).  Some initiatives used to “internationalize” the curriculum include the introduction 
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of global components to courses and degree requirements, the hiring of more 
international faculty, and recruiting more international students to campus (Ward, 2015).  
More campuses focus on globalization through worldwide travel programs such as study 
abroad, international service learning, faculty-led programs, and internships abroad (IIE, 
2015; Twombly et al., 2012; Ward, 2015).  
Research in EA is saturated in some areas while still emerging in others.  EA 
research is well-documented in language acquisition (Brecht, Davidson, & Ginsberg, 
1995; Engle & Engle, 2004; Freed, 1995; Huebner, 1995) and intercultural development 
(Anderson, Lawson, Rexiesen, & Hubbard, 2006; Carlson & Widaman, 1988).  However, 
area developing in emerging research interest is EA and student persistence and degree 
completion (Hamir, 2011; IU News Room, 2009; Malmgren & Galvin, 2008; Sutton & 
Rubin, 2010; Young, 2008).  It is important for EA research to move beyond the 
historical research foci (cultural and language development, etc.) and examine the 
relationship of an EA to the entire student experience.  The research related to EA needs 
to evolve to provide a better understanding about the potential mutual benefits to both the 
student and the institution.  The research in this study will contribute to the knowledge 
base and understanding of the influence of EA and student involvement on-campus.  
Statement of the Problem 
 
 According to data available from the IIE (2015), 304,467 students participated in 
EA in the 2013-2014 academic year.  The number is a 5.2% increase from the previous 
year, but only accounts for less than 10% of the total undergraduate student population 
(IIE, 2015).  The low participation rate raises concern since research suggests EA 
participation is associated with increased persistence rates and on-time graduation, 
especially for students of color and first-generation students (Hamir, 2011; Malmgren & 
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Galvin, 2008; Sutton & Rubin, 2010).  Despite the findings in EA research, the majority 
of today’s participants are White (76.3%), female (65.3%) students from private college 
and universities, and from middle- to upper-class economic statuses (IIE, 2015; 
Twombly, Salisbury, Tumanut, & Klute, 2012).  
While more women currently participate in study abroad, international travel and 
studies historically prepared men for worldly careers (Hoffa, 2007).  One possible 
explanation for the increase in female participation in overseas programs is that women 
see the time in college as a period where they are unencumbered and feel they will not 
have the freedom or flexibility for travel in the future (Rouse, 2013).  Unlike their female 
peers, many college men believe an international “adventure” is possible at any time in 
their lives (Rouse, 2013).  There is student concern that time abroad will influence their 
involvement on-campus.  Many students, and particularly male students, believe they 
need to take advantage of the opportunities present on-campus.  Some students perceive 
that time abroad will detract from their on-campus experiences, especially in terms of 
leadership and involvement (Duzny, 2014; Rogers, 2014; Rouse, 2013).  
The body of research related to EA continues to expand into areas outside of 
cultural acquisition and language development.  In their work Student Success in College: 
Creating Conditions That Matter, Kuh et al. (2005) discuss the importance of study 
abroad participation as an attribute of student success.  More recent research focuses on 
student persistence (Hamir, 2011; Sutton & Rubin, 2010).  Hamir’s (2011) research 
focuses on a single institution and Sutton and Rubin’s (2010) examines an entire state 
system.  The research in the current study utilizes a national data set, thus looks at a 
larger population of EA participants.  For the students who participate in study abroad, 
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their international experience is part of their overall development as a college student, 
much like their student involvement in on-campus activities and academics (Kuh, 2008).  
A past-participant study conducted by Institute for the International Education of 
Students [IES] (2002) reports that EA participants express greater self-confidence, skills 
that are more applicable to the work force, greater understanding for others’ values and 
cultures, and increased maturity.  The benefits of participating in EA are well-
documented in existing research, as are the advantages of being involved on-campus 
(Astin, 1985a; Astin, 1985b; Kuh, 2008).  This study examines the relationship between 
to EA and student involvement on-campus, looking more precisely at whether on-campus 
involvement impedes EA given participants are required to disrupt their time on-campus. 
Purpose of the Study 
 
The purpose of the study is to determine whether there exists a significant 
difference in students’ intent to go abroad and actual participation, and what factors 
might predict participation.  The study will also look at the student characteristics, post-
secondary school characteristics (public versus private), intent to go abroad, academic 
characteristics, and their intent to be involved in college per The Freshman Survey (TFS); 
which Salisbury, Umbach, Paulsen, and Pascarella (2008) believe influences intent to 
study abroad.  Participation in activities is a strong predictor of student success and 
persistence to graduation (Astin, 1977; Astin, 1984; Kuh, 2007; Kuh et al., 2005).  
As previously noted, EA has low participation rates across the United States 
despite research indicating positive effects on students’ college experience, especially 
persistence (Hamir, 2011; Sutton & Rubin, 2010).  EA research (Hamir, 2011; Sutton & 
Rubin, 2010) suggests participation increases student persistence due to academic focus 
and, for summer participants, the opportunity to add additional hours to their yearly 
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curriculum.  Despite the known benefits of EA as reported in blog posts, student-written 
articles, professional conversations, and an institutional survey, some students report they 
are unwilling to go abroad during their college experience because it would prevent them 
from participating in activities, leadership opportunities, and other on-campus 
experiences (Duzny, 2014; Rogers, 2014).  Some students believe in order to go abroad 
they most forego an on-time graduation, participation in internships, assuming leadership 
opportunities on-campus, or involvement in athletics (Duzny, 2014; Rogers, 2014; Rouse, 
2013).  The proposed study aims to explore students’ intent to go abroad and actual 
participation.  The differences will be determined based on responses to The Freshman 
Survey (TFS) 2009 and the corresponding 2013 College Senior Survey (CSS), which is 
housed within the Higher Education Research Institute (HERI).  The investigation will 
examine self-reported student responses to questions pertaining intent to go abroad 
(TFS), actual participation in a program (CSS), high school academic achievements 
(TFS), intent to be involved in college (TFS), post-secondary school characteristics 
(public vs private), and personal characteristics (sex, race/ethnicity, major, 
socioeconomic status) as they relate to EA participation.  
Significance of the Study 
 
The proposed study builds on the existing EA literature.  While language and 
cultural development are important, it is becoming increasingly more common for 
students who study abroad to not study a foreign language (IIE, 2015), which is apparent 
in IIE’s report (2015) of 12.6% of EA participants studying in the United Kingdom.  
According to IIE Open Doors data (2015), only 7.8% of EA in 2013-2014 was 
specifically for foreign language study while almost 61% was for STEM, social sciences, 
and business. 
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Given the research on students’ participation in educational enriching experiences 
such as service learning (Astin & Sax, 1998; Pascarella & Terenzini, 2005; Webber, 
Krylow, & Zhang, 2013) and co-ops/internships (Miller, Rycek, & Friston, 2011; 
Nesheim et al., 2007), the need continues for more research on the relationship of EA and 
on-campus student involvement.  Existing research suggests successful campus life 
integration includes students who actively participate on-campus in areas such as student 
organizations, leadership development, academic research, and living on-campus that are 
engaging in high-impact experiences (Kuh et al., 2005; Kuh, 2008; Pascarella & 
Terenzini, 2005).  High-impact educational experiences refer to the complementary 
learning opportunities inside and outside classrooms that augment the academic program 
(Kezar & Kinzie, 2006).  EA is a co-curricular part of education similar to other forms of 
high-impact experiences, thus time abroad is creating a greater collegiate experience for 
students.  
However, unlike some co-ops/internship, EA requires students to have a 
significant interruption from their life on-campus.  An administrator observes “it’s 
interesting that what takes students away from campus makes the Wofford [College] 
experience what it is” (Kuh et al., 2005, pp. 226-227).  Kuh et al. (2005) indicate the 
benefits of EA by pointing out that students who go abroad “bring their experiences and 
learning back to campus, thereby enriching the learning environments for their peers” (p. 
227).  The design of this study examines the choice to spend time abroad as it relates to 
involvement on-campus.  Overall, EA practitioners and researchers in education abroad 
want to continue to better understand the value of the experience of the time abroad 
(Dwyer, 2004; Fischer, 2009; McCabe, 2001), the makeup of the students who participate 
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(Salisbury, Paulsen, & Pascarella, 2010), and the influence of going abroad as a part of 
their total collegiate experience (Kitsantas, 2004; Metzger, 2006; Paige, Fry, Stallman, 
Josic, & Jon, 2009; Sternberg, 2002).  The results from the study may provide more 
information about the collegiate experience as it relates to student involvement and self-
reported EA participation.  
 Groups external to higher education are attentive to college student participation 
in international experiences.  Government organizations such as the U.S. Department of 
State, the Commission on Abraham Lincoln Study Abroad Fellowship Program, and the 
Senator Paul Simon Act (Lane-Toomey, 2014; Lincoln Commission, 2005; Senator Paul 
Simon Act, 2013) as well as colleges and universities are interested in the overall 
influence of EA due to the potential diplomatic influence it can promote.  In the post-9/11 
world, many government entities need a work force with linguistic and cultural 
knowledge of countries outside of the U.S. and comfort with international travel.  Much 
of the focus in student international experiences relates to diplomatic matters, while 
others are interested from a perspective of national security.  
EA offers many benefits to students including decreased time to graduation and 
increased student persistence, especially for underserved populations (Hamir, 2011; 
Sutton & Rubin 2010).  Continued research centered on EA provides greater insight 
about the overall student experience.  As mentioned, much of the current research focuses 
on the cultural immersion (Anderson, Lawson, Rexiesen, & Hubbard, 2006; Carlson & 
Widaman, 1988), language acquisition (Brecht, Davidson, & Ginsberg, 1995; Engle & 
Engle, 2004; Freed, 1995; Huebner, 1995), and positive effects on student persistence 
(Hamir, 2011; Sutton & Rubin, 2010).  The design of this study considers participation in 
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EA in college as determined by student characteristics, post-secondary school 
characteristics, intent to go abroad, academic characteristics, and intent to be involved as 
reported by TFS and CSS data.  
 According to a 2008 American Council on Education (ACE) report on college-
bound students’ interests in international programs, 55% indicated they are likely to 
spend time abroad while in college.  The ACE data are a startling contrast to the numbers 
stated in IIE’s Open Door Report representing the 2013-2014 academic year that 
indicates less than 10% of students with bachelor’s degrees participated in an 
international program, with the majority (62.1%) going abroad for eight weeks or less 
(IIE, 2015).  In the same 2008 ACE report, 32% of students indicated uncertainty/no 
interest in EA at the collegiate level.  While the most commonly stated reasons are costs 
and language proficiency, 13% reported concerns an EA experience would interfere with 
their extracurricular, sport, and social life on-campus.  One obstacle deterring students 
from going abroad is Fear of Missing Out (“FOMO”) (Duzny, 2014; Rogers, 2014; 
Rouse, 2013).  No existing study examines intent to be involved as a predictor of 
education abroad participation.  The benefit of continued EA research is greater 
understanding of whether the students’ concerns are founded.  This study provides a 
better understanding about the relationship between participation in an overseas program 
and student involvement intent. 
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Conceptual Framework 
 
Astin provided the theoretical framework for the study with his research on 
student involvement on campus in activities and academics.  Astin’s theory of student 
involvement focuses on the psychological and physical energy a student dedicates to their 
academic experience (Astin, 1984).  The academic experience encompasses more than 
just the classroom and considers what a student chooses to be involved in on campus.  
From Greek Life, to faculty research, to classroom participation, Astin’s Student 
Involvement Theory includes the whole student experience.  Astin (1984, 1999) theorizes 
involvement is the observable behavioral component of the psychology of motivation.  
Astin’s (1984, 1999) work led him to better understand the effectiveness of 
colleges and universities.  In working with the National Merit Scholarship Cooperation, 
Astin conducted research that generated a new awareness into aspects of college success.  
His model of research focused on the Input-Environment-Outcomes (I-E-O); he looked at 
how research could be broken down by utilizing the various components of the I-E-O 
model.  
 While often called value-added research in economics research, Astin and 
Antonio (Astin & Antonio, 2012) prefer to utilize talent-development in referring to 
input-outcomes research as it embraces what is trying to be achieved in educational 
research.  Astin and Antonio (2012) explain that outcomes (also referred to by Astin as 
outputs) describes, “the ‘talents’ we are trying to develop in our educational program, 
input refers to those personal qualities the student brings initially to the educational 
program (including the student’s initial level of developed talent at the time of entry)” 
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(p. 19).  Astin and Antonio (2012) also refer to pretest-posttest, value added, and 
longitudinal as other forms of input-outcomes studies. 
 The most pertinent aspects of input-outcomes research are that it focuses on the 
long-term changes that occur over a period of time and considers the change based on 
incoming characteristics (Astin & Antonio, 2012).  Long term data from a talent-
development inputs-outputs study provides information to faculty and practitioners in 
higher education to create interventions earlier in a student’s tenure in college. 
 Research Questions and Hypotheses  
 
To better understand student involvement and education abroad, the proposed 
study aims to investigate the following research questions: 
1. What is the relationship between the student background characteristics reported 
on TFS and participation in study abroad as reported on the CSS? 
H1: The background characteristics of students who study abroad are 
different than those who do not study abroad in their sex, racial/ethnic 
identity, and academic major. 
Research from IIE data (2015) report students who go abroad are more likely to 
be female, and White. While current IIE data reports an increase in business and 
STEM majors going abroad, historically the students studying humanities were 
more likely to go abroad.  
2. Do students attending public and private colleges and universities participate in 
study abroad at similar rates? 
H2: The post-secondary school characteristics which have higher 
percentage of students who participate in study abroad differ by type of 
school. 
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Historically (IIE, 2015) students participating in EA programs were more likely to 
attend a private college or university. 
3. Is intention to study abroad as a first-year student related to actual participation in 
study abroad? 
H3: Students who intend to go abroad are more likely to participate in 
study abroad.  
ACE (2008) data indicate there is a sharp decline in the number of students who 
intend to go abroad and actually end up participating in an education abroad 
program.  
4. Does a students’ personal high school academic performance (standardized 
college entrance exams, GPA, AP courses, and AP exams) predict involvement in 
study abroad? 
H4: High school academic outcomes and characteristics (GPA, 
standardized college entrance exams, AP courses, and AP exams) predict 
which students intend to participate in EA. 
Students who are more successful in high school (Adelman, 2006) are typically 
going to be more motivated in the early part of their college academic careers, and 
thus more likely to go abroad (Martin, Wilson, Liem, & Ginns, 2013). 
5. Does intent to be involved in college activities predict study abroad participation? 
H5: Students who intend to be involved in college are more likely to go 
abroad than those who do not. 
Astin’s (1984, 1999) work on student motivation supports the idea that students 
who intend to be more involved in college are more likely to participate in 
activities of student engagement of which study abroad is one.  
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6. Of the variables collected on The Freshman Survey, what are the best predictors 
of participation in study abroad? 
H7: Student intent to go abroad, intended major, gender, and sex/ethnicity 
will be the strongest predictors of student participation in study abroad.  
Whether it is IIE data (2015) on the demographics of American study abroad 
participation or the various research articles (ACE, 2008; BaileyShea, 2009; 
Dwyer & Peters, 2004; Hopkins, 1999; Kuh, 2008; Miller, Rycek, & Frister, 
2011; Dhanatya, Futuro, & Kheillan, 2008; and Rogers 2008) which cite differing 
factors which influence student study abroad, the TFS and CSS data provide a 
different snapshot which helps provide more information about student 
participation in study abroad.  
Definition of Key Terms 
 
The following key terms provide the reader with a more precise definition of 
the important aspects of the study: 
1. Academic Major is the area of study a student pursues while enrolled in a college 
or university and is self-reported on The Freshman Survey (TFS). 
2. Involvement refers to the number of activities in which a student participates 
including on-campus student organizations, leadership development, and 
academic research projects as reported as intent to participate on The Freshman 
Survey (TFS) and actual self-reported participation on the College Senior Survey 
(CSS) as well as their academic and extracurricular participation in high school.  
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Astin’s theory of Student Involvement includes the development of a student in 
relation to their co-curricular commitments (Astin, 1985a). 
3. Campus Involvement Opportunities is what a college or university makes 
available for their students in order to create community and encourage greater 
connection between the students and the campus.  
4. College Senior Survey (CSS) is an instrument administered to students in their 
final year of undergraduate studies at participating college and universities.  
Designed by the Higher Education Research Institute (HERI) based at UCLA, the 
purpose of the study is to examine student participation in on-campus 
involvement in student activities and research.  Colleges and universities pay to 
administer the CSS to their students.  
5. The Freshman Survey (TFS) is an instrument administered to students in their first 
semester of undergraduate studies at participating colleges and universities who 
pay to use the TFS.  Designed by the Higher Education Research Institute (HERI) 
based at UCLA, the purpose of the study is to examine student intent to 
participate in on-campus involvement in student activities and research as well 
understand more about the characteristics students bring with them when they 
come to college. 
6. Education Abroad (EA) is an educational experience outside the U.S. borders in 
which students engage as an experience for academic credit, service learning, 
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volunteering, and/or noncredit internship/co-op (Forum on Education Abroad, 
2011). EA does not include study within the U.S.  
7. Globalization is the flexible exchange of thoughts, education, people, ideals, 
enterprise, market, and data throughout various countries and cultures (Knight, 
2004). Globalization is the exchange of ideas, learning, culture, and economy 
with the intention of integrating education (Daly, 1999; Knight, 2014).  
8. Race/Ethnicity refers to categories that people identify or belong to according to 
the community but does not have biological or anthropological foundations 
(IPEDS, 2014).  Harley, Jolivette, McCormick, and Tice (2002) indicate race is 
political in nature and has evolved into an “intersection of both biological and 
cultural heritage” (p. 220).  Although sometimes considered synonymous, 
ethnicity embraces “the national, regional, or tribal origins of one’s remembered 
ancestors and the customs, traditions, and rituals (i.e., subjective culture) handed 
down by these ancestors, which ethnic group members, are considered to be their 
culture” (Helms & Cook, 1999, p. 19).  
9. Sex is one’s biological identity based on the designation of male or female in 
relation to indicators such as sex chromosomes, gonads, internal reproductive 
organs, and external genitalia (APA, 2011).  The CSS 2013 utilizes a 
dichotomous variable of male and female (CSS, 2013).  
10. Student Involvement is the amount of “physical and psychological energy that the 
students devote to the academic experience” (Astin, 1985a, p. 134).  The 
academic experience includes time in-class and engaging with faculty members, 
as well as what the student does outside of class.  The academic experience 
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includes high-impact experiences such as academics, research, participation in 
clubs and organizations on-campus, and campus athletic programs. 
Delimitation and Limitations 
 
The following sections will explain the delimitations and limitations of the 
present study.  The delimitations are the researcher’s established boundaries in the study.  
The limitations account for the aspects of the study the researcher cannot control. 
Delimitations 
The study is limited to the 2013 CSS/ 2009 TFS matched data.  The data are 
collected from colleges and universities who pay to administer the assessments to their 
students.  The sample population is the randomly selected students at four-year colleges 
and universities who responded to the CSS survey in 2013 with corresponding TFS 2009.  
Limitations 
As with all research, there are several limitations to the study.  The CSS and TFS 
surveys do not provide a definition of EA to student respondents.  Thus, the data rely on 
the students’ definition of “study abroad” when answering the question.  The data also do 
not provide information about the duration of students’ EA experience, of interest to 
many EA practitioners.  There is also a lack of information about when students are 
abroad, destinations, and other unique details of interest in study abroad research since 
they can differentiate a student’s experience.  Involved students may also be more likely 
to respond to a survey, such as the TFS and CSS, sent to them by their college or 
university.  Therefore, those students who responded to the survey may not be 
representative of those students who opted not to respond.  And while a student’s 
financial background is of interest in EA research, since finances appear to be a barrier to 
going abroad, the CSS and TFS do not have a student designate if they are a Pell grant 
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eligible student; therefore, these surveys do not provide this information of interest to EA 
practitioners.  
The use of a 2013 survey is also a limitation to the study.  More recent versions of 
the TFS and CSS provide more detailed information about student gender identity and 
sexual orientation but are not yet available.  Gender and sexual identity are of interest in 
the field of EA as a means to better serve and provide opportunities for all students.  The 
2015 version of the CSS also further divides questions about student involvement into 
areas of academic involvement and co-curricular experiences rather than collapsing them 
into a single question. The survey responses are limited to randomly selected students at 
colleges and universities which pay to administer the TFS and CSS.  The use of a nation-
wide data set provides more generalizable results but may be less applicable to individual 
post-secondary schools (ACE, 2008; Adelman, 2004).  The results are not applicable to 
two-year colleges and universities, which is also another area of EA research.  
Despite the limitations to the research, this study provides a new vantage point 
into the factors that influence or deter participation in EA.  In addition, the study 
examines High-Impact Experiential Programs (HIPs), particularly valuable to the field of 
EA research.  Another benefit to the study is creating a better understanding of students 
who go abroad through the results provided by the CSS data. 
Summary 
 
In order to achieve the goals of globalization, it is important to examine potential 
barriers to EA including many of the valuable experiences students may have on campus.  
The next few chapters will expand on the study.  Chapter two provides an overview of 
the theoretical background and model for the study along with the characteristics of EA 
participants, variables of the study, and a brief history of EA.  The third chapter will 
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outline the methodology utilized for the study.  In the fourth chapter, the results will be 
presented.  The final chapter discusses the results of the study as they relate to the current 
body of research and implications for practice and future research.   
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CHAPTER II  
REVIEW OF THE LITERATURE 
 The study examined the relationship between student characteristics, post-
secondary school characteristics, intent to go abroad, high school academic 
characteristics, and intent to be involved in college and their participation in education 
abroad (EA).  The chapter is divided into two sections with the first focusing on Astin’s 
Theory of Involvement and Kuh’s High Impact Experiences Programs (HIP).  Astin’s 
Student Involvement Theory is the conceptual theory supporting the study and defines 
aspects of involvement included in the study while Kuh’s HIPs provides more 
information on specific types of on-campus involvement.  The second part of the chapter 
focuses on Education Abroad.  The chapter provides an historical overview, information 
about who goes abroad and why, and existing research related to EA. 
Student Involvement Theory 
 
 The value of students’ education is determined in part by their personal 
commitment (Webber, Krylow, & Zhang, 2013).  With greater investments made by 
students into their college experience, comes a greater connection to their college or 
university.  The investment is their involvement including academic commitments, 
engaging their peers, student organizations, and on-campus work (Astin, 1985a).  
Therefore, colleges and universities need to create opportunities for increased 
involvement to allow students to become purposefully involved in their collegiate 
experience.  The benefit to the colleges and universities is increased graduation rates, and
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 for the students, increased persistence rates and a better overall college experience (Rust, 
Dhanatya, Futuro, & Kheiltash, 2008; Tinto, 1993).  
Students’ connection to their college or university is integral to Astin’s student 
involvement theory (Astin, 1985b; Astin & Antongli, 2012).  In the late 60s and 70s, 
Astin’s work investigated student involvement within a college or university based on 
trying to determine why students persisted or dropped out of college.  Astin’s wide-
reaching research on involvement includes a variety of aspects of the college experience 
including faculty-student interactions, employment, residence during college, and 
hedonism (1977, 1984, 1985b).  In furthering the definition of student involvement Astin 
(1984, 1985b) highlights the physical and psychological exertions a student invests in 
their college experience.  Astin (1977, 1984) states student involvement on-campus is an 
integral part of students’ undergraduate tenure.  The definition Astin provides highlights 
the importance of the students integrating themselves completely into the college 
experience and their campus environment.  The involvement encompasses academics 
such as time studying, investment in degree completion, and interactions with their 
faculty, as well as participation in on-campus student involvement such as Greek Life, 
student leadership, and living in the residence halls.  Case (2011) refers to the positive 
way students integrate into their campus life as being “purposefully involved” (p. 2).  
Astin (1985a) states five important components that drive the student involvement 
theory:  
1. The investment of physical and psychological energy in various “objects.” 
The objects may be highly generalized (the student experience) or highly 
specific (preparing for a chemistry examination);  
 
22 
 
2. Regardless of its object, involvement occurs along a continuum.  Different 
students manifest different degrees of involvement in a given object, and the 
same student manifests different degrees of involvement in different objects at 
different times;  
3. Involvement has both quantitative and qualitative features;  
4. The amount of student learning and personal development associated with any 
educational program is directly proportional to the quality and the quantity of 
student involvement in that program;  
5. The effectiveness of any educational policy or practice is directly related to 
the capacity of that policy or practice to increase student involvement (pp. 
135-136). 
 
 Astin’s (1975) early work in student departure demonstrated key factors that 
promoted student success.  He found that students who lived on-campus, were heavily 
engaged in their academics, participated in a large number of on-campus activities, and 
maintained full-time student status were more likely to be successful (persist to 
graduation) than their peers who did not. However, Astin’s work focuses primarily on 
White students. While Astin’s research indicates students should immerse themselves in 
diverse groups, for students of color, especially at Predominantly White Institutions 
(PWIs), groups and organizations which bring together students from certain 
backgrounds provides a safe sense of community and connectivity (Doan, 2011). St. 
John, Rowley, and Hu (2009) found that students of color, whose finances were covered 
for their post-secondary studies, were more likely to engage in involvement and 
leadership positions at a higher rate than any other racial group.  A study by Alfano and 
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Eduljee (2013) indicates 79% of residential students feel as if they are a part of their 
campus community versus only 43% of commuter students, with both groups indicating 
they would like to be more involved.  Astin (1985a, 1985b) determined these factors are 
how students are “involved” on-campus and sought ways to encourage campuses to 
increase student involvement in order to decrease student attrition.  The more connected 
students are to their campus, the greater their sense of community and desire for 
involvement on campus (Case, 2011).  Astin saw student motivation as a factor that 
explains how involved students are with their campus.    
 Motivation is a substantive part of Astin’s theory as the observable part of 
involvement (1985a, 1985b).  Astin’s Student Involvement theory encompasses the 
quantity and quality of students’ involvement on campus.  The quantity and quality of 
involvement are linked to students’ motivation and how invested they are in each of their 
commitments (academics, student organizations, leadership, etc.).  In addition to student 
motivation, student involvement theory also recognizes the finite amount of time a 
student has and how they allocate their time to be successful (Astin, 1985a).  Therefore, 
colleges and universities need to focus on the amount of time students spend in various 
activities in order encourage persistence and benefits to the students.   
In order for students to be successful and persist to graduation, Astin (1985a) 
believes administrators and faculty have to understand how to integrate all aspects of 
student involvement including their motivation to be involved and the amount of time 
they have to commit to their various commitments.  Beyond what occurs on campus in 
classrooms, student organizations, and at student jobs, students also must manage their 
family lives and other factors external to their university life (Astin, 1985a).  It is the 
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amalgamation of all aspects of students’ life, including place of residence, student 
involvement, and family obligations that have a significant impact on students’ success in 
college.  Another area in the work of student involvement is George Kuh’s theory on 
student engagement that focuses student success through participation in high-impact 
experiences (HIPs).  Kuh utilized Astin’s work in student involvement as the catalyst for 
his own research.  While Astin created a foundational level, Kuh furthered the concept 
relating to the value of involvement on-campus.  Kuh’s work led to the development of 
the National Survey on Student Engagement (NSSE), a survey used on many college 
campuses to assess their student engagement.  
High-Impact Experiences Programs 
 
There are ten High-Impact Experience Programs (HIP) identified from Kuh’s 
research on student engagement (2008).  The ten HIPs are first-year seminars and 
experiences, common intellectual experiences, learning communities, writing-intensive 
courses, collaborative assignments and projects, undergraduate research, diversity and 
global learning, service learning and community-based learning, internships, and 
capstone projects and courses (Kuh, 2008).  HIPs are often collaborative and/or  
co-curricular in nature (Kuh, 2008).  Kuh’s HIPs are similar to Astin’s student 
involvement given they focus on the opportunities available to students through academic 
and on-campus involvement.  Ultimately, both student involvement and student 
engagement are meant to increase the likelihood students will persist to graduation.  
Students must make considerable personal investments to receive the full benefits of 
HIPs.  According to Kuh (2008), students must actively engage in the activities that 
consume their time and efforts.  The HIPs require students to interact with faculty and 
peers and, through those interactions, receive greater feedback about their participation 
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(Kuh, 2008).  Students who engage in HIPS are more likely to encounter greater diversity 
and find their experiences to be life altering (Kuh, 2008).  Participation in HIPs allows 
for application of learning on- and off-campus (Kuh, 2008).  
The determination of a policy’s or practice’s effectiveness, especially related to 
student involvement and HIPs, is increased student involvement (Astin, 1985b; Kuh, 
2008).  Therefore, colleges and universities need to consider the practices and policies on 
their campus that encourage student involvement and participation in HIPs.  Research 
indicates students who participate in two or more HIPs are more likely to be engaged on 
campus and persist to graduation (Brownell & Swaner, 2009; Kuh, 2008).  The research 
also indicates greater benefits of HIPs (Kuh, 2008).  Students with lower ACT scores 
earned higher GPAs their first year in college when participating in HIPs (Kuh, 2008).  
Hispanic and African-American students demonstrated greater academic gains from 
HIPS than their White counterparts (Kuh, 2008).  Administrators looking to maximize 
their students’ engagement need to consider practices and policies that encourage student 
involvement as well as participation in HIPS, especially for many underserved 
populations, such as students of color and first-generation students (Bower, & Inkeles, 
2010; Brownell & Swaner, 2009; Kuh, 2008; Lopatto, 2010).  One such area is 
participation in EA. 
Education Abroad 
 
 The following sections provide historical background on the development of EA 
in higher education.  After situating EA in a historical context, there will be an overview 
of who goes abroad, looking specifically at student demographics, which then leads to 
why students participate in EA.  After looking at the participants and reasons for going 
 
26 
 
abroad, there is a discussion of existing research related to EA and an initial review of the 
variables in the study.  
Brief History of Education Abroad  
Though there existed some earlier models related to EA, a more standard form of 
study abroad emerged after World War I.  As the world was healing from the devastation 
of war, diplomacy became an important part of the recovery process.  In the development 
of diplomacy there was a need for greater cultural understanding, thought to be 
achievable through study abroad programs.  Stephen Duggan, Sr. along with two Nobel 
Peace Prize winners, Nicholas Murray Butler and Elihu Roberts, developed the Institute 
of International Education (IIE) (now known as the Power of International Education) in 
1919 (IIE, 2015).  The IIE founders believed peace was not sustainable in the absence of 
appreciating that which differentiated countries and cultures (IIE, 2015).  
 The early development of programs at colleges and universities began in the 
1920s in the form of a Junior Year Abroad (JYA).  The University of Delaware began an 
early version of a JYA in 1923 (Kochanek, 1998).  A Modern Languages professor, also 
a veteran of WWI, presented the idea to the university president.  To gain support, the 
professor and the president took their idea to then Secretary of Commerce, Herbert 
Hoover, who enthusiastically supported the program (Kochanek, 1998).  The Delaware 
JYA program was somewhat unique in sending students abroad, as many of the early 
international education programs focused on sending professors abroad and bringing 
scholars to the United States.  Delaware sent an initial six students over to France who 
flourished in the abroad program.  Due to the success of the JYA program, it continued in 
subsequent years and expanded into Switzerland and Germany (Kochanek, 1998).  The 
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JYA program also began to accept students from other universities including Smith, 
Brown, Harvard, Wellesley, and Princeton (Kochanek, 1998). 
The programs continued until WWII.  Due to the aftermath of WWII, many 
changes came about in international education, including the University of Delaware 
ceasing their JYA program in 1948 (Kochanek, 1998).  Despite the dissolution of this 
successful program, many positive developments in international education occurred in 
the 1940s.  Possibly the most well-known initiative is the Fulbright Program (Fulbright, 
n.d.-b).  The idea of Arkansas Senator J. William Fulbright, a bill was introduced to 
Congress in 1945 to promote “international good-will” (Fulbright, n.d.-a).  Senator 
Fulbright suggested that the international education in areas such as education, culture, 
and science would be a positive use for surplus war funds (Fulbright, n.d.-a).  The bill 
was signed law on August 1, 1946 by President Truman (Fulbright, n.d.-a).  The goal of 
the Fulbright program was to increase diplomacy through the academic exchange of 
education, research, and thought.  Another important development in the postwar 1940s 
was the development of two organizations that promoted international education.  The 
first program is the National Association of Foreign Student Advisors (NAFSA) known 
since 1964 as the Association of International Educators (IIE, 2015; NAFSA, 2012).  The 
second program, established in the 1940’s, was the Council on International Education 
Exchange (CIEE) (IIE, 2015).  Both NAFSA and CIEE work to extend international 
relations, primarily through education, international exchange, and advocacy.  
  From the 1950s through the 1970s, international education continued to grow 
with moderate success.  Work in postwar and developing countries continued to be an 
important goal of IIE (IIE, 2015).  The global perspective and interest in social welfare 
 
28 
 
increased further by post-Vietnam programs like the Peace Corps.  The Peace Corps, 
signed into law in 1963, was the brainchild of President Kennedy (Schur, 2000).  The 
inception of the Peace Corps came about after Kennedy, arriving late at night to speak to 
University of Michigan students, suggested an international service program focusing on 
countries such as Africa, Asia, and Latin America (Schur, 2000).  
The University of Delaware also revived their study abroad programs in the 
1970s.  While not initially a semester-long program, the university developed the 
Winterim, the time between fall and spring semester (Kochanek, 1998).  During this time, 
students had the opportunity to study in many countries across Western Europe in such 
cities as London, Paris, Rome, Vienna, Geneva, and multiple locations in Germany 
(Kochanek, 1998).  The program created so much interest that Pan American airlines 
chartered special flights for the Delaware students and painted “Delaware Clipper” on the 
fuselages (Kochanek, 1998).  The popularity of the programs led to the development of 
various semester-long options.  In more recent years, the idea of diplomacy has 
broadened to include business, nongovernment organizations, economics, politics, and 
commercialization (Ruel, 2013).  With the business market expanding, the concept of 
people being global citizens became more commonplace.  The concept of the global 
citizen continued through the 1990s and into the 21st century (Farrell, 2007).  As our 
nation and economy become even more internationalized, Gray, Murdock, and Stebbins 
(2002) highlight the wide-reaching influence of events such as Tiananmen Square, the 
fall of the Berlin Wall, and the end of the Cold War.  In more modern times, Stearns 
(2009) points to the government’s increased focus on EA since 9/11 to help strengthen 
Americans’ global understanding.  De Wit (2009) also states, “The push for 
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internationalization comes more from the State Department and the Defense Department, 
from private foundations and professional associations, and from institutions of higher 
education and their respective bodies, contributing to an active lobbying and advocacy 
tradition” (p. 213).  
The history of EA provides context about the development international programs 
in higher education.  The role of EA changed throughout time from one esteemed 
education to a form of diplomacy to a means of creating students prepared to function in 
an increasingly diverse society.  The following two sections will review the students who 
choose to participate in EA and the reasoning behind the decision. 
Who Goes Abroad 
Kean and Hamilton (2008) write, “ignorance of the world is a national liability,” 
(para. 6) and express concern about the lack of Americans who study abroad, given only 
1% of enrolled students and 10% of college graduates spend some time abroad.  The 
authors highlight America’s level of “competition in an international environment when 
most of our citizens lack minimal exposure to, understanding of, the world beyond U.S. 
borders” (para. 5).  The relatively small number of students who study abroad pales 
compared to the goal of having a million students study abroad by 2017, as stated by the 
Senator Paul Simon Study Abroad Foundation Act (Kean & Hamilton, 2008).  
 Given the overall U.S. college student population, less than 10% of students are 
going abroad (IIE, 2015).  The profile of the typical education abroad student is White 
(74.3%), female (65.3%), attending a private college or university, studying the social 
sciences or humanities (42.4%), and of middle or upper-class socioeconomic status 
(63.6%) (IIE, 2015).  However, IIE data indicate changes in overall participation.  Recent 
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Open Doors Reports (2018) show gains in the number of students going abroad who 
study business.  Language acquisition, which used to be the primary reason for EA, now 
only accounts for 4% of the total number, and short-term EA (typically considered 8 
weeks or less) is the primary duration abroad (IIE, 2015).  
 Another factor changing in EA is the location.  According to the IIE Open Doors 
Report (2015), the top five destinations for EA are the United Kingdom (13%), Italy 
(10%), Spain (9%), France (6%), and China (5%) with the UK, Spain, and Italy hosting 
nearly 32% of all EA participants.  In the most current IIE Open Doors Report (2015), 
reporting data from academic year 2013-2014, over 44% of EA occurs outside the top ten 
destinations.  There is an increased interest in promoting EA to nontraditional locations 
such as Asia, Latin America, and Africa.  One trend, which is slowly becoming more 
popular, is heritage EA (Twombly et al., 2012), based on Americans choosing EA in the 
location of their ancestral culture.  The concept of heritage EA is not necessarily new 
when one considers the UK and Italy as the top two locations for EA and the number of 
Americans with ancestral roots to those countries.  Heritage EA is increasingly more 
popular with minority students opting to participate in EA (Twombly et al., 2012). 
Concerted efforts, including heritage EA and faculty-led programs, exist to 
increase student participation in targeted populations, such as students of color, 
community college students, students studying business or science, technology, 
engineering, and math (STEM) disciplines, students who identify as LGBTQ, first-
generation college students, and nontraditional locations (IIE, 2009; NAFSA, 2015).  IIE 
Open Doors (2014), reports a 5.2% increase in STEM student participation in EA in the 
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past year.  However, there is still room for increased participation with nontraditional 
populations. 
Schock (2012) suggests students who participate in some sort of EA experience 
are better prepared to face the challenges of the twenty-first century and are prepared to 
engage globally in areas of foreign policy, national security, and economic security.  
Many colleges and universities see EA as a way to develop more culturally aware global 
citizens who are better prepared to handle the increasingly more globalized world.  
Merrill, Braskamp, and Braskamp (2012) state “Global perspective includes acquisition 
of knowledge, attitudes, and skills important to intercultural communication and holistic 
development of more complex epistemological processes, identities, and interpersonal 
relations” (p. 356 emphasis in original text).  Merrill et al. (2012) also suggest that 
students with a higher global perspective will have a greater sense of self. 
Why Students Go Abroad 
With increased focus on internationalization on college campuses, “education 
abroad consistently appears as a primary means of developing global and intercultural 
competence among American students” (Twombly, Salisbury, Tumanut, & Klute, 2012, 
p. 1).  Various groups including government entities, colleges and universities, and 
businesses find the intercultural competence a necessary skill set for students (Salisbury, 
Umbach, Paulsen, & Pascarella, 2009; Twombly et al., 2012).  Salisbury et al. (2009) 
believe using a student choice model helps explain why students “participate in 
educationally valued experiences during college” (p. 122).  
Student choice plays into the decision to participate in EA.  Twombly et al. (2012) 
and Salisbury et al. (2009) state there are four primary areas factoring into the student’s 
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decision to go abroad: human capital, economic capital, social capital, and cultural 
capital.  Human capital is the “knowledge or skills that could be advantageously 
increased by studying abroad” (Twombly et al., 2012, p. 39); economic capital is the 
“funds available to invest in study abroad” (Twombly et al., 2012, p. 39); social capital is 
considered the “information or networks that increase one’s ability to gain access to study 
abroad” (Twombly et al., 2012, p. 39); and cultural capital is the “attitudes and values 
that contribute to increase social strata, prestige, and cultural refinement” (Twombly et 
al., 2012, p. 39).  Throughout college, students make significant decisions that impact 
their progress towards earning a degree.  Similar to questions raised around students’ 
choices regarding their academic major, whether to work, and participation in student 
involvement/HIPS, are the choices and decision-making process related to participation 
in EA (Salisbury et al., 2009).   
 There are many stated benefits of EA.  Cultural development (Anderson et al., 
2006; Carlson & Widaman, 1998), language acquisition (Brecht, Davidson, & Ginsberg, 
1995; Engle & Engle, 2004; Freed, 1995; Huebner, 1995), and increased student 
persistence to graduation rates (Hamir, 2011; Sutton & Rubin, 2010) are assets of EA to 
college students.  EA participants report a greater understanding of and respect for world 
issues as well as a tendency to be less ethnocentric (Brux & Fry, 2010).  
 The past two sections have provided insight into the students who select to go 
abroad.  In addition, they discussed why students are more likely to participate in EA.  
The next section delves into the existing research on EA, building the foundation to 
justify the purpose of the existing study 
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Education Abroad Research 
Research in EA encompasses a variety of disciplines.  For instance, EA research 
thoroughly documents that time abroad leads to positive foreign language acquisition 
(Brecht, Davidson, & Ginsberg, 1995; Engle & Engle, 2004; Freed, 1995; Huebner, 
1995) and increased intercultural development (Anderson, Lawson, Rexiesen, & 
Hubbard, 2006; Carlson & Widaman, 1988), but an area developing in emerging research 
interest is EA and student persistence and degree completion (Hamir, 2011; IU News 
Room, 2009; Malmgren & Galvin, 2008; Sutton & Rubin, 2010; Young, 2008).  It is 
important for EA research to move beyond the historical research foci (cultural and 
language development, etc.) and examine the relationship of an EA to the entire student 
experience.  The research related to EA needs to evolve with students and post-secondary 
schools while providing a better understanding about the potential mutual benefits to 
both.  The research in the present study contributes to the knowledge base and 
understanding of the influence of EA and student involvement on campus.  
As colleges and universities seek to encourage greater participation in EA 
activities, it is important to chronicle the value of EA experiences.  Students who 
participate in EA often describe an increased focus on their academics, greater world 
comprehension, and a greater commitment to the global community (Dwyer & Peters, 
2004).  Studies on EA suggest students who spend time abroad demonstrate stronger 
foreign language ability, greater intercultural development, and personal growth.  From 
an institutional perspective, students who go abroad are more likely to persist to 
graduation (Hamir, 2011; Sutton & Rubin, 2010).  
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Of interest to many colleges and universities and EA practitioners are the benefits 
of EA on student persistence.  The existing research on EA participation and persistence 
varies due to the nature of the studies.  Most studies are single institution, which creates 
questions of applicability to other post-secondary schools, especially when the colleges 
and universities are not similar in makeup (student population, location, public or private, 
etc.).  Other studies may leave out populations of interest (there is extremely limited 
research on GLBTQ students and EA) or focus on EA duration (Dwyer, 2004).  CSS data 
alone demonstrates students who have successfully persisted to graduation.  However, 
coupled with the TFS, the data demonstrates long-term characteristics of the students 
who were successful at their college or university.  
Malmgren and Galvin (2008) conducted a single institution study looking at EA 
benefits for high-achieving students, students in Science, Technology, Engineering, and 
Math (STEM) disciplines, and at-risk populations, including students of color.  All 
participants spent at least three weeks abroad.  The researchers tracked participants 
versus nonparticipants and their graduation rates in their study.  The results of the 
statistical analysis indicate EA does not necessarily delay graduation.  Results were 
statistically significant when comparing participants versus nonparticipants in EA.  The 
correlations between students of color who participated in EA and graduation were 
strong.  Students of color who went abroad demonstrated a greater likelihood to graduate, 
as did at-risk students (as defined in the study by their high school rank and test scores).  
Sutton and Rubin (2010) were the lead researchers on the Georgia Learning 
Outcomes of Students Studying Abroad Research Initiative (GLOSSARI); which was a 
system-wide EA study for the University of Georgia System (UGS).  One of the benefits 
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of the GLOSSARI is that it is a ten-year longitudinal study (2000-2010) examining a 
variety of aspects related to education EA.  The GLOSSARI study encompassed the 
entire UGS system, including rural and metropolitan four-year post-secondary schools as 
well as two-year schools.  The UGS system database includes 31,000 individual EA 
records.  Each record contains information such as the location of the EA, grade level of 
the participants when they participated in EA, academic major, and duration of their 
program (Sutton & Rubin, 2010).  The researchers cleaned the study records to include 
19,109 EA participants and a control group of 17,903 nonparticipants (Redden, 2010).  
Through the database, the researchers were able to gather pertinent information including 
demographics, matriculation/graduation, preenrollment factors, UGS semester GPA, and 
transfers within the UGS.  The longitudinal nature of the study provides nearly a decade’s 
worth of data collection, and is therefore less affected by policies, trends, or other 
external factors that sometimes only momentarily impact a treatment group (Sutton & 
Rubin, 2010).  The control groups closely mirror the EA groups since not all students in 
the UGS will choose to participate in EA (Redden, 2010).  Also, the makeup of the 
control groups was selected to reflect the post-secondary schools in the UGS system that 
are more apt to send students abroad (Redden, 2010).  The study also considered other 
variables often of interest to researchers in higher education such as student 
demographics (male versus female, race, academic preparedness before college, college 
academic standing, academic major, etc.).  
 The results of the GLOSSARI study indicate that full-time, first-year students 
who study abroad have a six-year graduation rate of 88.7% compared to 83.4% 
graduation rate in the control group, which is significantly higher than the UG system 
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that is graduating students at less than 50% (Redden, 2010; Sutton & Rubin 2010).  Over 
a four-year period, EA participants graduated at rate of 49.6% compared to 42.1% the 
control group and 24% for the entire UGS (Redden, 2010).  Another important finding in 
the GLOSSARI study is that African-American students who participate in EA graduate 
at a 31% higher rate over four years than the students in the control group (Redden, 
2010).  
 Hamir’s (2011) work on EA and student persistence is a single-institution study 
from The University of Texas, an institution that consistently reports some of the greatest 
numbers of EA participation annually (IIE, 2015).  The research is primarily quantitative 
with some qualitative interviews.  Hamir’s study did not use a random sample control 
group; her work divides the data by EA participants, EA applicants who did not follow 
through with their program, and nonparticipants, with the intention to control for 
motivation, often cited as a limitation in EA research.  The results of Hamir’s study 
showed EA participants were more likely to graduate in four years with diminished 
effects after the fourth year, which contrasts the findings of the GLOSSARI study.  
 The results from the GLOSSARI study, Hamir’s (2011) research, and Galvin and 
Malmgren’s (2008) study provide increased research on the benefits of EA on student 
persistence.  As college and university leaders strive to make meaningful connections 
between the colleges and universities and students, EA is another way to create a high-
impact experience for students.  EA supports goals of student persistence as well.  
Rust, Dhanatya, Furuto, and Kheiltash (2008) looked into the involvement of 
first-year students as a predictor of whether students participated in EA.  While they 
highlight the low number of actual participation in EA, they found some predictors for 
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EA participation through analysis of CIRP data.  What Rust et al. discovered five factors 
that predict higher rates of desired EA participation.  In creating five involvement scales 
including academic, social, political, diversity, and community, Rust et al. (2008), found 
the students who reported greater intent to participate in EA had higher scores in each of 
the five areas of involvement, with the greatest being in diversity.  It is not surprising the 
students who expressed greater diversity involvement also express greater intent to 
participate in EA, as the students are more likely to be culturally aware and curious.  
 Kuh’s (2008) work on HIPs demonstrates student-reported benefits of EA.  
Seniors who participated in EA and responded to the NSSE survey in 2006 reported 
significant gains at the p<.001 levels in deep learning, personal gains, and gains in 
general compared to their peers who did not go abroad (Kuh, 2008).  In the same report, 
seniors who went abroad reported significance at p<.001 levels of academic challenge, 
active and collaborative learning, student-faculty interaction, and supportive campus 
environment (Kuh, 2008).  Despite the positive gains students report, EA lags in 
comparison to other HIPS.  According to Kuh, only 14% of seniors report going abroad 
compared to 19% conducting research with faculty, 46% participating in service learning, 
53% participating in an internship, and 32% completing a senior experience.  
Study Variables 
 
Many variables play into the EA experience; thus sex, race/ethnic identity, 
academic major, institutional characteristics, and student involvement will be included in 
the current study.  Data from IIE indicates the typical EA participant is White, female, 
middle-to-upper class, STEM majors, and attending a private colleges and universities 
(IIE, 2015; Stroud, 2010).  Knowing who tends to participate and the added benefits of 
spending time abroad, questions arise about how EA affects the students less likely to 
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participate.  It is also important to examine how the demographics of study abroad 
participation is changing.  The percentage of students of color participating in EA (less 
than 25%) is less than the percentage of students of color in the overall enrollment of 
undergraduate students (Salisbury et al., 2009; Stroud 2010).  The introduction of short-
term EA may account for the changes in participation demographics.  Original EA 
programs were Junior Year Abroad.  Over time, the duration abroad shortened to a 
semester.  Now there exist many programs that are two to eight weeks over summer and 
other college/university breaks (IIE, 2015; Stroud, 2010).  
 In the 1800s men often spent time on a “world tour” returning to Europe to 
enhance their education (Benson, 2004; Hoffa, 2007).  However, the “world tour” 
became more common with women, especially in elite circles, to ensure daughters were 
properly educated and worldly (Rouse, 2013).  The trend continues as women participate 
in education abroad at higher levels than men (Salisbury et al., 2010).  It was also more 
common for the academic majors women selected to benefit from study abroad 
(humanities, language) than men who were more likely to study business or STEM fields 
(Bui, 2014; IIE, 2009; McCullough, 2014), although the most recent IIE Open Doors 
report (2015) indicates most EA participants are in the STEM, business, and social 
sciences majors.  Women are also more likely to think college is the only time they will 
be “free” to go abroad, unburdened by future family and career endeavors (Rouse, 2013).  
Men are less worried future responsibilities will inhibit their time abroad.  More recently, 
the focus of EA practices examines how to increase participation in academic majors 
such as STEM fields (Lincoln Commission, 2005; Salisbury et al., 2009).  With an 
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increased focus in participation for specific academic majors (Stroud, 2010), which also 
tend to be male dominated, the sex demographic is also likely to change. 
Sex 
While initially a male-driven activity, the clear majority of EA participants are 
female students.  From the IIE data, 65.3% of participants are female (IIE, 2015).  The 
initial reasoning for more woman to participate in EA was due to their choices in majors 
(humanities and foreign language) and the historical perception that female students 
would later be too consumed with family responsibilities for extensive time abroad 
(Rouse, 2013).  However, IIE data in 2015 indicates a larger number of STEM and 
business majors are participating in EA (IIE, 2015).  The changes in major demographics 
and high participation in EA by female students may support the theory that female 
students do not believe they will have the freedom to travel at will in the future in 
contrast to their male peers.  Goldin, Katz, & Kuziemko (2006) discuss the changes in 
women’s post-secondary graduation rates over the course of the 20th century. In their 
data, there has been a rise in the number of women who complete their post-secondary 
education to the point where women now exceed men in graduation rates.  With more 
women in post-secondary schools, who are historically more likely to go abroad, there is 
a larger pool from which to find EA participants.  
Race/Ethnic Identity  
According to IIE data, students of color are less likely to spend time abroad (IIE, 
2015) despite the known and increased benefits of participating in EA.  However, the 
findings of various studies and institutional reviews (Hamir, 2011; IU Newsroom, 2009; 
Malmgren & Galvin, 2008; Sutton & Rubin, 2010;) report positive effects from EA on 
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student persistence for students of color and African-American students in particular.  
Since EA has the potential to be a positive factor in degree completion for students of 
color (as well as other identities), it is important to address the barriers students might 
encounter while trying to go abroad. The first issue a student might face is the lack of 
cultural capital on how to go abroad (who to talk to?, how to find classes that apply 
towards their degree?, how to find the financial resources to support their experiences?, 
etc.).  It is important to also think about systemic barriers that might make it challenging 
for students of color to go abroad such as working while also enrolled in school, not 
having the mentors or support network to encourage such an endeavor, or the potential 
for microaggressions (comments on skin color, questions about sexuality, etc.) from 
individuals in their home or host school/country (Wills, 2015).  
A new trend in education abroad relates to students’ heritage, known as heritage 
study abroad (Landau, 2001).  Students are opting to study in a location from which their 
ancestors or family came to the United States.  Therefore, African-American students are 
selecting locations in Africa or the Caribbean, Hispanic students are choosing to study in 
Latin and Central America, and Asian students are selecting opportunities throughout 
Asia.  Though the trend is relatively new and slowly gaining momentum, it may depict an 
eventual change in the ethnic and racial diversification of study abroad participants. 
Academic Major 
Similar to practices encouraging diverse gender and race/ethnicity participation, 
education abroad professionals work to encourage participation from a wider array of 
academic majors.  In early forms of abroad programs, humanities and language majors 
easily coincided with the educational opportunities associated with overseas programs 
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(IIE, 2015); while the rigidity of STEM programs made it difficult for students to find 
course opportunities.  Often students state the lack of course equivalencies or the risk of a 
delayed graduation as a reason to not participate in EA.  However, overseas educational 
opportunities are changing, and departments and faculty are finding more ways to allow 
classes from overseas to count toward degree requirements.  EA professionals seek to 
introduce more EA opportunities for nontraditional majors such as STEM.  With the 
increased focus on, as well as the evolution of globalized business, the areas of business 
and STEM are slowly starting to see changes in participation numbers with STEM having 
a 9% increase in the most recent IIE Open Doors report (IIE, 2015).  The introduction of 
faculty-led program is a newer form of EA that provides discipline specific programs.  A 
faculty led-program is a short-term program where students travel and study with faculty 
typically from their home institution.  Utilization of faculty-led programs allows for 
students in academic majors with strict requirements, sequential courses, or internship/ 
co-op commitments to spend time abroad and receive credit from their own department 
or college/university.  
Post-secondary School Characteristics 
Though originating at a public university (the University of Delaware), it is the 
private college and universities who have embraced EA programs.  While overall 
numbers are higher at many public colleges and universities, the participation percentage 
is greater at private post-secondary schools (IIE, 2015; Salisbury et al., 2009), which is 
largely explained by the financing of education at a private college/university versus a 
public counterpart.  It stands to reason students at private colleges and universities either 
have more money or access to more money (more private aid through their financial aid 
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office), and therefore are more likely to participate.  Given the previously stated positive 
outcomes related to studying overseas (Hamir, 2011; Sutton & Rubin, 2010), there is a 
need to ensure students at public college and universities have access to affordable 
overseas programs.  
On-Campus Involvement 
As previously discussed, Astin’s work is seminal in depicting the importance of 
student involvement to the collegiate experience and the successful degree completion 
(1977, 1984).  The focus of the theory is encouraging students to stay connected to their 
college or university through psychological and emotional connections to their post-
secondary school.  The level of involvement is measured quantitatively and qualitatively.  
The study looks at student involvement during their high school years as well based on 
reported information in the TFS on academics, organizations, and intent to be involved at 
the collegiate level. 
High School Academics and Test Scores 
TFS collects data on the respondents’ SAT, ACT, and AP scores as well as how 
many AP courses they pursued and their self-reported overall GPA.  The high school 
academics is determined by self-reported data from students on the TFS, which are 
limited in scope.  Atkinson and Geiser (2009) suggest that a student’s “cumulative grade 
point average (GPA) in academic subjects in high school proved to be the best overall 
predictor of student performance in college,” (p. 665).  The SAT was first administered in 
1926 and was an aptitude test to replace the College Boards, which were a written test 
(Atksinon & Geiser, 2009).  The ACT came about in 1959 and was meant to function as 
an achievement test (Atkinon & Geiser, 2009).  AP exams were introduced in 1955 by 
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the College Board to provide more detailed knowledge of specific subjects (Atkinson & 
Geiser, 2009).  The data points collected for the purpose of the present study are SAT 
verbal scores, SAT math scores, SAT writing scores, ACT composite scores, GPA, and 
whether the student took AP classes.  
Cooperative Institutional Research Program (CIRP) 
 
Founded in 1966, the Cooperative Institutional Research Program (CIRP) is a 
comprehensive program and inventory that assesses the entire college student experience 
(HERI, 2015).  CIRP is housed at the Higher Education Research Institute (HERI) at 
UCLA.  Over the years, CIRP has amassed data on over 1,900 institutions, 15 million 
students, and 400,000 faculties (Astin, 2003; HERI 2015).  CIRP, housed in the Higher 
Education Research Institute (HERI) at UCLA since 1973, was originally developed 
through the American Council on Education (ACE) with Alexander Astin as the lead 
developer and author (HERI, 2015).  
According to Astin, the necessity for an inventory such as CIRP came about due 
to a need for longitudinal data allowing for a more effective way to compare two or more 
institutions (Astin, 2003).  The outcome of an instrument such as CIRP underlines the 
value of faculty-student interactions, living on-campus, and the importance of student  
on-campus involvement (Astin, 2003).  CIRP data are an accepted standard in the field of 
Student Affairs as evidenced by the fact that it is the most widely utilized data set in 
American higher education (Budd, 1990; Harrison, Comeaux, & Plecha, 2006).  There 
are several other CIRP programs including The Freshman Survey (TFS), Your First Year 
College Survey (YFYC), Diverse Learning Environments Survey (DLE), and the College 
Senior Survey (CSS) (HERI, 2015).  The current study focuses on results obtained from 
the TFS and CSS.  The CSS was first used in 1993. 
 
44 
 
Summary 
 
 This chapter provided an overview of the existing literature on student 
involvement on campus, education abroad and existing research, and the variables used in 
the study.  The background information on each of the topics helps situate the value of 
the study and the outcomes that were meant to benefit the field of education abroad.  The 
next chapter reviews the methodology used in the study including the research design, 
hypothesis, research questions, and data analysis.  
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CHAPTER III  
METHODOLOGY 
 The following chapter outlines of the methodology of the study.  The section 
briefly revisits the purpose of the study and the research design.  After discussion of the 
research design, the chapter addresses the population and sample, variables, the data 
sources, and the College Senior Survey (CSS) and the Freshman Survey (TFS).  Next the 
research questions, hypotheses, and data analyses were proposed. 
Purpose of the Study 
 
 The purpose of the current study was to examine how intent to be involved in 
college student life (including student government, Greek life, NCAA/NAIA athletics, 
club sports, student clubs and organizations, and faculty research), intent to study abroad, 
and high school academic characteristics predict student participation in Education 
Abroad (EA) programs.  Chapters one and two provide the background and purpose for 
the study.  The study utilized Astin’s (1984) Student Involvement Theory to define and 
clarify involvement for students on campus, including participation in campus 
organizations as well as academics, and research.  The study focused on student intent to 
be involved based on responses to the TFS during their first semester.  The study 
examined the characteristics of the student (sex, race/ethnicity, and academic major), the 
college characteristics (public versus private), academic characteristics, intent to go 
abroad, and intent to be involved.  An adaption of Astin’s conceptual Input-
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Environments-Outcomes model was used to analyze the data, thus only using Inputs-
Outcomes (I-O).  Figure 1 provides a depiction of the I-O model with the study variables. 
 
 
Figure 1.  Astin’s Input-Outcome model with study variables. 
 
Research Design 
 
 The study was correlational examining the relationship between student 
characteristics, post-secondary school characteristics, intent to go abroad, academic 
characteristics, and intent to be involved in college as a means to predict participation in 
EA.  The data were from a national survey where colleges and universities pay to 
participate.  Due to the use of an existing data set and since the students are not assigned 
to a study abroad/nonstudy abroad group, the study is nonexperimental (Creswell, 2012).  
The study utilized data from the 2009 administration of The Freshman Survey and the 
corresponding 2013 College Senior Survey data.  All participants in this study responded 
to both surveys.  The electronic distribution of the survey was to a random sample of 
seniors from colleges and universities that paid to use the TFS in 2009 with their first-
year students and the CSS in 2013 with their students who were about to graduate.  The 
Input Variables:
Student Characteristics, 
post-secondary School 
Characteristics, Intent to 
go Abroad, Academic 
Characteristics, and
Intent to be Involved in 
College
Outcomes:
Participation in Study 
Abroad
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survey information was a reflection on the self-reported students’ experience and 
collected information after the students’ experiences. 
Study Sample 
 
 The sample for the study was the respondents to the 2009 the Freshman Survey 
(TFS) and the 2013 College Senior Survey (CSS) and resulted in 17,743 matched pairs 
that completed both surveys.  Colleges and universities purchase the TFS and CSS that 
administers the survey to a random sample of first-year and senior year students typically 
distributed by email.  Participation in the study was voluntary.  HERI does not monitor 
the response rates at each post-secondary school that utilizes the CSS and therefore does 
not collect information about student response rates. 
Variables 
 
 The study examined the relationship between intent to be involved in college, 
intent to study abroad, and high school academic characteristics as well as student 
characteristics and post-secondary school characteristics and participation in study 
abroad.  The study examined the predictor variables student characteristics, post-
secondary school characteristics, intent to go abroad, academic characteristics, and intent 
to be involved (including student government, Greek life, NCAA/NAIA athletics, club 
sports, student clubs and organizations, and faculty research) from the TFS.  The 
dependent variable was a dichotomous variable of whether students participated in study 
abroad as self-reported on the CSS.  Table 1 provides detailed information about the 
predictor and dependent variables in the study as well as how the variables are defined 
and coded. 
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Table 1 
 
Description of Study Variables per the TFS and CSS Surveys 
 
 
Type of Variable  Variable  Level of Measurement  
 
 
Dependent   Education Abroad Nominal with two levels  
Variable   Participation (EAP)     
________________________________________________________________________ 
 
Predictor   Student Characteristics   
Variable 
 
     Sex    Nominal with two levels  
           
 
     Race/Ethnic Identity Nominal with two levels  
      
 
    Intended  Nominal with five level   
Major  
  
    Post-secondary Nominal with two levels   
  School Characteristics     
 
Intent to go abroad Nominal with two levels   
     
Academics    Nominal with seven levels  
    Characteristics 
 
    Intent to be Involved 7 Nominal variables with    
  4 levels     
________________________________________________________________________ 
 
 After the data were reviewed and cleaned, it was determined that some of the 
predictor variables needed to be consolidated to better answer the research questions.  
Variables such as the SAT individual scores were first recoded to have a composite score 
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by adding the SAT verbal and SAT math scores together.  Since the ACT and SAT scores 
are reported on different scales, they were recoded into raw z-scores in order to have the 
data be meaningful for analysis (i.e., to put them on the same scale).  An average z-score 
for both exams was utilized when students had scores for both exams.  The student intent 
to be involved, AP courses taken, and GPA grade categories were recoded into binary 
variables in order to more easily examine the results in a regression analysis.  The 
recoded study variables are displayed in Table 2. 
 
Table 2 
 
Recoded Study Variables 
 
 
Type of Variable Variable  Level of Measurement Definition of  
Codes 
 
 
Dependent  Education Abroad Nominal with two levels no=0 
Variable  Participation (EAP)     yes=1 
 
 
Predictor  Student Characteristics   
Variable 
 
    Sex    Nominal with two levels Male= 0 
          Female=1 
 
    Race/Ethnicity Nominal with two levels White-=0 
           Non-White=1 
Predictor 
Intended  Nominal with five levels Humanities 
and Major      Art=0; 
STEM/Health 
Sciences=1; 
          Business=2; 
        Social  
Sciences/ 
Education=3; 
4= Other 
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Table 2 
 
Recoded Study Variables (continued) 
 
 
Type of Variable Variable  Level of Measurement Definition of  
Codes 
 
 
 Post-secondary  Nominal with two levels Private, 4-year  
 School Characteristics    School=0; 
       Public, 4-year 
School= 1 
 
Intent to go abroad Nominal with two levels no=0; yes=1 
  
     
Academics    Two nominal variables with two levels  
Characteristics One continuous variable 
 
   College entrance exams z-scores 
   AP course recode  none=0, yes=1 
 GPA recode   B or less=0, 
B+ or  
higher=1 
 
Intent to be involved  Seven nominal variables with two levels   
  
 Intent to be involved with 0=unlikely  
 Student Government  1=likely 
  
Intent to join a fraternity  0=unlikely 
 Or sorority   1=likely 
 
 Intent to participate in  0=unlikely 
 Intramural or club sports 1=likely 
 
 
Intent to participate in  0=unlikely 
 Intramural or club sports 1=likely 
  
Intent to participate in  0=unlikely 
 NCAA or NAIA athletics 1=likely 
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Table 2  
 
Recoded Study Variables (continued) 
 
 
Type of Variable Variable  Level of Measurement Definition of  
Codes 
 
 
Intent to join clubs and 0=unlikely 
organizations   1=likely 
 
 
Intent to be study   0=unlikely 
      abroad    1=likely 
    
Intent to research with  0=unlikely 
 faculty    1=likely 
________________________________________________________________________ 
 
 
The Freshman Survey  
The TFS is used to assess students’ experiences pertaining to their personal and 
academic life (Keup, 2004).  TFS can be used as a stand-alone assessment but can also be 
coupled with the FYCY and CSS; which provide longitudinal information on the college 
experience.  Administration of the TFS started in 1966 and has been completed by over 
400,000 students each year at college and universities nationwide (Astin, 2003; Keup, 
2004).  According to Sax, Lindholm, Astin, Korn, and Mahoney (2002) the TFS is a 
“normative profile of the American freshman population.”  Similar to the CSS, the large 
number of students who complete the TFS each year at many colleges and universities 
support the reliability and generalizability of the data results.  
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College Senior Survey 
The CSS is used to study the impact of experiences tied to academic, civic, and 
diverse outcomes (HERI, 2015).  While researchers can use the instrument as a stand-
alone survey, they can also pair the CSS with other CIRP surveys.  According to HERI 
(2015) the CSS is meant to measure a “broad range of college outcomes and post-college 
goals and plans including: academic achievement and engagement, student-faculty 
interaction, cognitive and affective development, student goals and values, satisfaction 
with the college experience, degree aspirations and career plans, and post-college plans” 
(para. 2). 
 First administered in 1993, in 2012 20,747 seniors from 98 different colleges and 
universities responded to the CSS.  There are fewer than 20 searchable articles and fewer 
than 15 dissertations utilizing CSS data.  Some of the dissertations provide little to no 
information on reliability or validity of the CSS (BaileyShea, 2009; Horn, 2013; Krauth, 
2011).  Other dissertations rely heavily on the information provided for HERI.  However, 
little information is provided on the validity and reliability of the CSS (Tallentire, 2015).  
Discussions concerning related to over- and underreporting are often cited as a limitation 
in surveys based on student self-reported data (Tallentire, 2015).  Since the 
administration of the CSS is to a large number of students at colleges and universities 
each year, the large number of respondents helps in supporting the reliability of the 
generalizability of the data results.  
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The National Survey on Student Engagement 
The National Survey on Student Engagement (NSSE) is another instrument 
widely used by colleges and universities in order to track information about students’ 
engagement and experiences while in college.  The NSSE asks a question about study 
abroad, but the responses are more ambiguous with students selecting from done, plan to 
do, plan not to do, have not decided.  Since the NSSE answers are not clearly yes or no, 
the CSS provides data that are clearer about student participation. 
Research Questions and Analyses 
 
The study presented six research questions with six hypotheses to examine the 
predictors to participate in EA.  The data were analyzed with Statistical Package for 
Social Sciences (SPSS) (version 25) for Windows.  The study was a retrospective, 
correlational design utilizing an existing data.  It is retrospective due to the use of data 
gathered historically and correlational as it investigates the relationship between student 
involvement and study abroad.  
To better understand student involvement and education abroad, the proposed 
study aimed to investigate the following research questions: 
1. What is the relationship between the student background characteristics reported 
on The Freshman Survey and participation in study abroad? 
Analysis: A chi-square analysis for each variable in SPSS was used to 
determine if there is a difference between the background 
characteristics.   
2. Do students attending public and private post-secondary schools participate in 
study abroad at similar rates? 
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Analysis: A chi-square analysis was run to determine if there is a 
difference between private and public post-secondary schools in their 
students who study abroad. 
3. Is intention to study abroad as a first-year student related to actual participation in 
study abroad? 
Analysis: A binary regression was utilized to determine the likelihood of 
actual participation in EA based on first-year intent to go abroad.  
4. Does student academic performance (standardized college entrance exams, GPA, 
and AP courses) predict involvement in study abroad? 
Analysis: A binary logistic regression was utilized to determine the likelihood of  
participation in EA based on high school academic outcomes as reported on the 
TFS. 
5. Does intent to be involved in college student organizations, athletics, and/or 
faculty research predict EA participation? 
Analysis: A binary regression was utilized to determine the likelihood of 
participation in EA based on intent to be involved in college and academic 
intent entering college.  
6. Of the variables collected on The Freshman Survey, what are the best predictors 
of participation in study abroad? 
Analysis: A binary regression was utilized to determine which factors in the 
model best predict participation in study abroad.  
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Data Analysis 
The study will utilize The Freshman Survey from (2009) College Senior Survey 
(CSS) from 2013.  The descriptive data from CSS was run in order to observe the N for 
each variable.  Table 3 presents the statistical analysis used in the study. 
Table 3 
 
Statistical Analyses Used in the Study 
________________________________________________________________________ 
 
Research Question  Analysis   Predictor 
        Variables   
 
 
1.   Chi-Square   Student Characteristics   
       
2.   Chi-Square   Post-secondary School 
         Characteristics 
3   Logistic Regression  Intent to go Abroad  
 
4.    Logistic Regression  Academic Characteristics 
 
5.    Logistic Regression  Intent to be Involved   
 
6.    Logistic Regression  All Factors  
________________________________________________________________________ 
 
 
Data Cleaning 
The data were cleaned in order to account for students who did not respond to 
critical questions in the study in order to validate the results (Folsom, Osborne-Lampkin, 
& Herrington, 2014).  The data were recoded to represent all missing data as a number 
outside the binary response from those students who did respond.  The analysis then 
recognized those numbers as outside the parameters of the test and excluded them in the 
analysis of the data while still reporting on the number of missing data points.  
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Chi-Square 
For questions 1 and 2, a chi-square analysis was used.  A chi-square is a 
nonparametric test used when the dependent variable is considered nominal and tests 
“whether the observed frequencies differed significantly from the expected frequencies” 
(Shavelson, 1996, p. 552).  Assumptions for a chi-square include: (a) data that are 
frequencies, levels that are mutually exclusive; (b) each data point must represent only 
one case and independent (“discrete categories” [Shavelson, 1996, p. 552]); and (c) there 
are two variables.  All assumptions were met for utilization of a chi-square through 
observation of the data and confirmation of a dichotomous dependent variable.  
Limitations to using a chi-square analysis are the results do provide much information 
about the strength of the relationship and it is sensitive to sample size if it is too small. 
Binary Logistic Regression 
For questions 3, 4, 5 and 6, a binary logistic regression was used.  Binary logistic 
regression was selected due to the dichotomous dependent variable of participation in 
EA.  By using binary logistic regression, it was possible to predict where a data point 
falls in the dichotomous dependent variable as the independent variable changes.  The 
assumptions for a binary logistic regression are: (a) the data points should be independent 
observations; (b) data should be binary, (c) the data should lack multicollinearity; (d) the 
data should not be influenced by outliers; and (e) there should be enough data to support 
the model (Osborne, 2015; Stoltzfus, 2012).  Using the appropriate statistical tests, 
assumptions were checked before building the regression models.  A Wald statistic is 
used to determine which explanatory variables in the model are significant.  
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Model equation.  In Equation 1 the general equation for the logit model was 
expressed, where b0 represented the intercept and b1 through b10 denote the slope 
coefficients for the predictor variables and correspond with the constructs in the 
conceptual model (x1 through x10).  
 
Equation 1. General form of the Logistic Regression Model 
Logit (Ỳ) = b0 + b1 x1 + b2 x2 + b3 x3 …… b10 x10 
The use of binary logistic regression was due to the dependent variable being categorical 
with two levels (0=did not study abroad; 1= participated in study abroad) and the 
independent variable was interval or ordinal due to categorical dummy coding.  
Summary 
 
 The information presented in this chapter provided the methodological framework 
of the proposed research study.  The statistically analysis for each research question was 
discussed.  The next chapter will provide the results from the data analysis.  A full 
explanation of the results will be discussed. 
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CHAPTER IV 
RESULTS OF THE STUDY 
The following chapter reviewed the results from the present study.  The focus of 
the study was look at the predictor variables that influence participation in education 
abroad participation.  The predictor variables used in the study can be grouped in the 
following categories: student characteristics, post-secondary school characteristics, intent 
to study abroad, academic characteristics, and intent to be involved in college activities.  
Descriptive Findings 
 
 There were 14,743 paired matches from respondents to both the 2009 TFS and 
2013 CSS.  However, for some of the questions, the respondents opted to not answer.  As 
stated in chapter three, the data were coded to identify missing data points.  Table 4 
provides information on student and post-secondary school characteristics.  Sample sizes 
range from 14,191 to 14,743. 
Respondents were asked about their intentions to study abroad.  Response 
categories were:  No Chance, Very Little Chance, Some Chance, and Very Good Chance.  
The data were collapsed into a binary yes/no in order to deal with sparse cells where there 
were uneven distributions.  On the CSS survey, the question pertaining to study abroad is 
a binary yes/no question regarding actual student participation in study abroad.  The 
sample sizes ranged from 14,189 to 14,702.  Of the CSS sample 47.5% intend to 
participate in study abroad.   
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Table 4 
 
Percentage Table for Student and Post-secondary School Characteristics 
________________________________________________________________________ 
Characteristic      Percentage of Sample 
 
1. Sex = female       62.1 
2. Race=White       76.2 
3. Major 
Humanities, English, Arts    12.3 
STEM       34.7 
Business      15.1 
Social Sciences and Education   23.1 
Other       14.3 
4. Private Post-secondary School     90.3 
________________________________________________________________________ 
 
 
 
Research Question 1 
How do background characteristics (sex, race/ethnicity, and academic major) 
differ in the students who actually study abroad versus those who do not? 
The student background characteristics of sex, race/ethnicity, and academic major 
were analyzed through chi-square tests.  EA participation rates for women (45.9%) were 
about 1.5 times higher than for men (31.4%), χ2 (1) = 297.6, p < .001.  EA participation 
rates for White students (42.2%) were about 1.2 times higher than for non-White 
students, (34.4%) χ2 (1) = 67.1, p < .001.  EA participations rate differed among majors χ2 
(4) = 206.7, p < .001.  Across the majors, EA participation for Humanities (48.5%) 
majors is 1.5 times higher than STEM (33.2%), 1.15 times higher than Business (42.1%), 
1.35 times higher than Social Sciences and Education (36.2%), and 1.2 times higher than 
Other majors (41.0).  The percentage of participation within student characteristics is 
presented in Table 5.  
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Table 5 
EA Participation within Sex, Race/Ethnicity, Academic Major, and Post-secondary 
School Characteristics 
________________________________________________________________________ 
 
Variable       EA Participation Rate (%)  
Sex  
 Female      45.9 
Male       31.4 
Race/Ethnicity      
White       42.2 
Non-White      34.4 
Major 
 Humanities, Arts, and Language   48.5 
 STEM       33.2 
 Business      42.1 
 Social Science and Education    36.2 
 Other       41.0 
________________________________________________________________________ 
 
 
 
Research Question 2 
How do private versus public post-secondary schools differ in their student 
participation in study abroad? 
 The post-secondary school characteristics were analyzed through a chi-square 
test.  EA participation rates for students at private colleges and universities (42.8%) were 
about 2.5 greater than for public colleges and universities (17.5%), χ2 (1) = 341.1, p < 
.001.  The percentage of participation within post-secondary school characteristics is in 
Table 6.  
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Table 6  
EA Participation within Post-secondary School Characteristics 
________________________________________________________________________ 
 
Variable       EA Participation Rate   
 
Post-secondary School Characteristics      
Private       42.8  
Public       17.5 
________________________________________________________________________ 
 
Research Question 3 
Does intent to study abroad predict participation in study abroad? 
Table 7 presents the descriptive data of students who intended to study abroad.  
The initial Yes/No were reported on the TFS.  The data were then run in a crosstab to 
determine which students actually participated in study abroad as reported on the CSS 
who intended to as reported on the TFS.  
 
Table 7 
 
EA Participation for Intent to Study Abroad Based on TFS Survey and Actually 
Participated  
________________________________________________________________________ 
 
Variable       EA Participation Rate 
  
Intent Study Abroad 
Yes (Participated in EA)    60.2 
No (But did Participate in EA)   23.7  
________________________________________________________________________ 
  
 
EA participation rates for students who intended to go abroad (60.2%) were about 
2.5 times greater for students who as first year students did not intend to go abroad, but 
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actually did participate in study abroad (23.7%), χ2 (1) =1908.79, p < .001.  Table 8 
presents the statistical findings of the regression analysis.  
 
Table 8 
Logistic Regression Results: Intent to Study Abroad as a Predictor of Actual Participation 
 
          95% C.I  
          EXP(B) 
Variables B S.E. Wald  df Sig Exp(B)  Lower Upper 
 
Intent   1.58 .04 1908.79 1 <.001 4.88  4.54 5.24  
 
Note-The constant is B = -.39 for intent to study abroad. 
 
 
Research Question 4 
Does a students’ personal high school academic characteristics (standardized 
college entrance exam scores, GPA, and AP courses) predict involvement in study 
abroad? 
A regression analysis was used to examine the relationship between a student’s 
high school academic characteristics and their participation in student abroad.  The odds 
ratio for college entrance exams indicates that for each unit a student’s z-score increases, 
there is a 1.4 increase in the odds of participating in study abroad (i.e., students who have 
a z-score of 1 on their college entrance exams have 1.4 times greater odds of participating 
in study abroad than students whose z-scores are at the mean).  For students taking AP 
courses, the odds ratio indicates that the odds of studying abroad for students who took 
AP courses were 1.31 times larger than the study abroad odds for the students who did 
not take AP exams.  With student GPA, the odds ratio indicates that the odds of studying 
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abroad for students who reported making a B+ or higher in high school were 1.28 times 
larger than those students who intend to make a B or lower.  Table 9 presents the 
statistical findings.  
 
Table 9 
Logistic Regression Results High School Academic Characteristics as a Predictor of 
Actual Participation 
 
          95% C.I  
          EXP(B) 
Variables B S.E. Wald  df Sig Exp(B)  Lower Upper 
 
1. ACT/SAT  .30 .02 174.80  1 <.001 1.35  1.29 1.41 
 
2. AP   .27 .06 20.87  1 <.001 1.31  1.17 1.47 
 
3. GPA .25 .08 11.09  1 <.001 1.28  1.11 1.48 
________________________________________________________________________ 
Note-The constant is B= -.26 for high school academic characteristics.  
 
Question 5 
Does intent to be involved in college campus activities (participate in student 
government, join a fraternity or sorority, participating in club/IM sports, participate in 
NCAA/NAIA athletics, join clubs and organization, and working on faculty research) 
predict EA participation?   
A regression analysis was used to determine if intent to be involved in college 
activities (student government, Greek life, club and intramural sports (IM), NCAA/NAIA 
sports, clubs and organizations, and faculty research) predicts participation in study 
abroad.  EA participation rates for students who intended to be involved with student 
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government (46.4%) were about 1.3 times greater for students who as first year students 
did not intend to participate in student government, but actually did participate in study 
abroad (36.8%), χ2 (1) =51.96, p < .001.  EA participation rates for students who intended 
to participate in fraternities and sororities (41.0%) were about 1.03 times less for students 
who as first year students did not intend to participate in fraternities and sororities, but 
actually did participate in study abroad (39.7%), χ2 (1) =2.79, p < .001.  EA participation 
rates for students who intended to participate in IM/club sports (45.6%) were about 1.2 
times greater for students who as first year students did not intend to participate in 
IM/club sports, but actually did participate in study abroad (37.3%), χ2 (1) = 53.99, p < 
.001. EA participation rates for students who intended to participate in NCAA/NAIA 
sports (41.7%) were about 1.08 times less for students who as first year students did not 
intend to participate in NCAA/NAIA sports, but actually did participate in study abroad 
(38.5%), χ2 (1) =23.44, p < .001.  EA participation rates for students who intended to 
participate in clubs/organizations (46.7%) were about 1.5 times greater for students who 
as first year students did not intend to join clubs/organizations but actually did participate 
in study abroad (31.1%), χ2 (1) = 54.00, p < .001.  EA participation rates for students who 
intended to participate in faculty research (40.8%) were about 1.04 times less for students 
who as first year students did not intend to do faculty research, but actually did 
participate in study abroad (39.2%), χ2 (1) =33.71, p < .001.  Table 10 presents statistical 
findings.  
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Table 10  
Logistic Regression Results: Intent to be Involved in Campus Student Activities as a 
Predictor of Actual Participation in Study Abroad 
 
95% C.I  
          EXP(B) 
Variables  B S.E. Wald df Sig. Exp(B)  Lower Upper 
 
1. Stud Gov   .27 .04 51.96 1 <.001 1.30  1.21 1.40 
 
2. Frat/Soror   -.06 .04 2.79 1 <.095 .94  .88 1.01 
 
3. IM/Club  .28 .04 53.99 1 <.001 1.32  1.22 1.42 
 
4. NCAA/NAIA -.18 .04 23.44 1 <.001 .84  .78 .90 
 
5. Clubs/Orgs  .28 .04 54.00 1 <.001 1.78  1.66 1.92 
 
6. Research  -.23 .04 33.71 1 <.001 .80  .74 .86  
________________________________________________________________________ 
 
Note-The intercept is B= -.39 for intent to be involved in campus student activities.  
 
 
Research Question 6 
Which variables best predict participation in study abroad?   
A logistic regression analysis with a stepwise backward elimination was used to 
determine which variables best predict participation in study abroad.  The procedure 
removed NCAA/NAIA participation, Participate in Clubs and Organizations, and Join a 
Fraternity/Sorority as they did not improve the model.  EA participation rates for students 
who intended to go abroad (60.2%) were about 2.5 times greater for students who as first 
year students did not intend to go abroad, but actually did participate in study abroad 
(23.7%), χ2 (1) =903.40, p < .001.  EA participation rates for students who attended 
private post-secondary (42.8%) were about 2.4 times greater for students who as first 
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year students who attended public post-secondary schools, but actually did participate in 
study abroad (17.5%), χ2 (1) =88.30, p < .001.  EA participation rates for female (70.5%) 
were about 2.4 times greater than male students, but actually did participate in study 
abroad (23.7%), χ2 (1) =117.51, p < .001.  EA participation rates for students who are 
White (76.2%) were about 3.2 times greater for students who as first year students who 
were not white, but actually did participate in study abroad (23.8%), χ2 (1) = 45.74, p < 
.001.  EA participation rates for students who took AP courses (44.1%) were about 1.4 
times greater for students who as first year students did not intend to take AP courses, but 
actually did participate in study abroad (30.8%), χ2 (1) =10.29, p < .001. EA participation 
rates for students who did not intended to participate in faculty research (40.8%) were 
about 1.04 times less for students who as first year students intend to do faculty research, 
but actually did participate in study abroad (39.2%), χ2 (1) =15.72, p < .001.  EA 
participation rates for students who intended to participate in IM/club sports (45.6%) 
were about 1.2 times greater for students who as first year students did not intend to 
participate in IM/club sports, but actually did participate in study abroad (37.3%), χ2 (1) = 
17.11, p < .001.  EA participation rates for students who reported a B+ or higher on their 
high school GPA (42.4%) were about 1.5 times greater for students who as first year 
students who reported a high school GPA of a B or lower, but actually did participate in 
study abroad (27.4%), χ2 (1) =4.41, p < .001.  EA participation rates for students who 
intended to be involved with student government (46.4%) were about 1.3 times greater 
for students who as first year students did not intend to participate in student government, 
but actually did participate in study abroad (36.8%), χ2 (1) =3.72, p < .001.   
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The remaining variables in the model explain 24% of the variance in the study 
abroad decisions based on the Nagelkerke R2, R2=. 24, χ2 (1) =.87, p < .001.  The 
outcome indicates that the model is 70% correct in predicting study abroad participation.  
Table 11 provides more information about the model.  
 
Table 11 
Logistic Regression Results: Variables which are Best Predictors for Study Abroad 
 
 
          95% C.I  
          EXP(B) 
Variables B S.E. Wald  df Sig. Exp(B)  Lower Upper  
 
 
1. Intent  1.4 .05 903.40  1 <.001 4.04  3.68 4.42 
 
2. School .87 .93 88.30  1 <.001 2.40  2.00 2.87 
 
3. Sex  .53 .05 117.51  1 <.001 1.70  1.54 1.87 
 
4. R&E -.38 .06 45.74  1 <.001 .70  .61 .77 
5. ACT/SAT .28 .03 112.36  1 <.001 1.32  1.25 1.40 
 
6. AP  .21 .07 10.29  1 <.001 1.23  1.09 1.40 
 
7. Research -.20 .05 15.72  1 <.001 .82  .74 .90 
 
8. IM/Club  .19 .05 17.11  1 <.001 1.21  1.11 1.33 
 
9. GPA  .18 .08 4.41  1 <.036 1.19  1.01 1.41 
 
10. Stud Gov  .09 .05 3.72  1 <.054 1.09  1.00 1.20 
 
11. Major (TFS)  43.89  4 <.001 
 
 Business -.49 .07 44.80  1 <.001 .62  .53 .71 
 
Other  .11 .08 1.93  1 <.164 1.11  .96 1.29 
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Table 11 
Logistic Regression Results: Variables which are Best Predictors for Study Abroad 
(continued) 
 
 
          95% C.I  
          EXP(B) 
Variables B S.E. Wald  df Sig. Exp(B)  Lower Upper  
 
 
STEM  -.04 .09 .23  1 <.631 .96  .80 1.14 
 
SS/E  .02 .80 .08  1 <.772 1.02  .87 1.21  
 
 
Note.  Predictors are abbreviated as follows: Intent is study abroad intent, school is post-
secondary school characteristics (public or private), ACT/SAT is college entrance exams, 
IM/Club is participating in Club/IM sports, GPA is self-reported GPA, Stud Gov is 
joining student government, Research is work on faculty research, R&E are 
race/ethnicity, Major is as reported on the TFS, SS/E is Social Sciences and Education, 
Frat/Soror is joining a fraternity or sorority, NCAA/NAIA is participating in 
NCAA/NAIA sports, Clubs/Orgs is joining clubs and organizations, and Research is 
work on faculty research. 
Note-the intercept is B= -.25 for the best predictors.  
 
 
Summary  
 
 The chapter started with a review of the frequency data and then proceeded into 
the results of the data analysis.  From the frequency data, the majority of students who 
study abroad are female, White, and intend to major in a STEM field.  However, 
participation rates in EA are highest among students intending to major humanities, arts, 
and language and lowest among students intending to major in STEM and Business.  It 
was determined that a student’s sex, race/ethnicity, and intended major are factors in 
participation in study abroad as well as the characteristics of college or university a 
student attends.  Intent to study abroad is significant and by far the best criterion variable 
in predicting study abroad participation.  A student’s academic characteristics as they 
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related to college entrance exams, AP courses, and GPA are also significant in predicting 
a student’s participation in study abroad.  In looking at intent to be involved, intent to join 
a fraternity or sorority does not predict study abroad participation.  However, intent to 
join student government, intent to participate in IM/Club sports, and intent to join 
clubs/organizations positively predict study abroad participation while intent to 
participate in NCAA/NAIA sports and faculty research were negative predictors of study 
abroad participation.  
Stepwise regression with backwards elimination was used to identify the most 
parsimonious model for predicting SA decisions.  This model indicates that college 
entrance exams, AP courses, student sex, intent to participate in Club/IM sports, intent to 
join student government, intent to study abroad, intended major, and post-secondary 
school characteristics are the best positive predictors for study abroad participation.  
Student intent to participate in faculty research was negatively associated with SA 
decisions, as was student race/ethnicity (students identifying as members of a 
racial/ethnic minority group were less likely to study abroad).  Reported high school 
GPA, intent to join a fraternity or sorority, NCAA/NAIA athletics, and intent to join 
clubs and organizations were not significant in the model with all variables included. 
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CHAPTER V  
DISCUSSION, FUTURE DIRECTIONS, AND CONCLUSION 
 The dissertation has presented questions related to predictor variables and study 
abroad participation.  Study abroad participation was determined by student self-reported 
responses to The Freshman Survey (TFS), which they responded to at the beginning of 
their first-year in college.  The survey results were matched with the same students’ 
responses to The College Senior Survey (CSS) administered by their college or university 
towards the end of the senior year of college.  Both surveys are voluntarily.  The research 
questions in the study examined study abroad and the variables related to student 
characteristics (sex, race/ethnicity, intended major), post-secondary school characteristics 
(public or private), intent to study abroad, academic characteristics (college entrance 
exams, AP courses, and GPA), and intent to be involved in college (Join Student 
Government, Join a Fraternity or Sorority, Participate in IM/Club sports, Participate in 
NCAA/NAIA athletics, Join Clubs/Organizations, and Work on Faculty Research).  The 
following sections discuss the results of the research findings. 
Discussion 
 
 The summary of findings discusses the results of the research questions in the 
study.  Included in the Summary of Findings will be information about the results of the 
research questions as well as other pertinent details including demographics.  
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Demographics 
The paired TFS and CSS from HERI provided information on the student’s sex, 
race/ethnicity and intended major.  Historically, the typical study abroad student was 
White, female, studying humanities, and attended a private post-secondary school (IIE, 
2015; Stroud, 2010).  Of the respondents to both surveys, the majority were female 
(62%), White (76.2%), intended to be STEM majors (34.7%), attended a private post-
secondary school (90.7%) and less than half participated in study abroad (40.3%).  From 
the percentage students that studied abroad, the majority were female (70.5%), White 
(79.7%), were intended STEM majors (28.4%), and attended private post-secondary 
schools (42.8%).  
The demographics of study abroad participants based on the TFS and CSS 
surveys are comparable to national data in relation to sex, race/ethnicity, and post-
secondary school characteristics.  The study confirmed that the national data trends hold 
true in the study with the major of participants being White females who attend private 
colleges or universities as also demonstrated in the results of research questions one and 
two (IIE, 2018; Stroud, 2010).  The study results indicate that while there is some 
increase in participation in study abroad participation by students of color since in 2000-
2001, still 84.3% of participants were White (IIE, 2014), which supports previous studies 
about why students of color do not participate in study abroad due to finances and 
cultural capital (Salisbury et al., 2008).  The analysis of the data from the study provide 
an updated perspective on which majors are studying abroad.  While the historical 
literature indicates that Humanities majors were the most likely to study abroad, more 
recent data (IIE, 2018) indicate Business and STEM majors are studying abroad in higher 
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percentages, perhaps due to a concerted effort by college and university leaders to make 
programs available to their students.  The study results indicate a greater number of 
intended STEM majors were the most likely to study abroad, as reflected in the 2014 
Open Doors Fast Fact Data (IIE, 2014) which would report on students graduating in 
2013.  However, from within the majors, more Humanities, Arts, and Language majors 
are studying abroad.  The increase of participation from majors outside the Humanities is 
a focused effort in order to provide more options and opportunities for study abroad.  It is 
also indicative of the development and popular short-term study abroad programs, which 
are more prevalent than historical study abroad programs that lasted a semester or the full 
academic year.  With short-term programs, students majoring in STEM fields are less 
likely to disrupt the sequential nature of their academic programs.  Faculty-led programs 
are also beneficial in making study abroad an option for students in STEM majors as they 
can take courses with faculty from their respective disciplines and campuses. 
There is interest about why Business and STEM majors have not studied abroad 
at the same rate as Humanities majors in the past.  With Business majors, it is believed a 
cost analysis of the actual benefits of going abroad as they relate to cost influence the 
decision to go abroad (Twombly et al., 2012).  And while cost is one aspect that Business 
majors are more likely to consider, there is also the concern about time to degree.  It is 
believed many Business majors decide to not study abroad as they believe it will delay 
their degree completion (Twombly et al., 2012).  For STEM majors, the concerns have to 
do more with the hierarchical nature of their classes.  Since each semester the course 
works builds on the previous one, students are concerned to take a break from their 
courses to study abroad as well as not taking the right courses to prepare them for the 
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academic level of the STEM classes at their home college or university when they return 
(Twombly et al., 2012).  In order to promote more STEM majors going abroad, more 
colleges and universities are establishing their own programs which are STEM focused 
and allow the students to stay on track with their degree requirements (Twombly et al, 
2012).  Overall, there is a great need for all majors to study abroad in order to be 
competitive in a global workforce.  
Predictors for Study Abroad 
The third research question in the study examined intent to study abroad.  The 
ACE (2008) data indicated 50% of high school students intend to study abroad.  Per the 
current IIE (2018) study data, the percentage of students who intend to study abroad is 
about three percentage points (47.5%), just slightly less than the ACE (2008) data.  
However, the actual participation rate is lower with only 40.3% of respondents to the TFS 
and CSS actually participating.  The numbers presented by the students in the TFS and 
CSS data are also much higher than reported by IIE (2014) data, which reported that 
1.5% of undergraduates were abroad in 2012-2013, 9.4% of students earning 
undergraduate degrees went abroad (Associate’s and Bachelor’s), and only 14.3% of 
Bachelor degree-seeking students studied abroad while pursuing their degree.  
The HERI data were influenced heavily by the large percentage of private post-
secondary schools that participate in the surveys.  Of the respondents for the study, 
90.3% were from private colleges and universities.  Financial access is a concern for 
students when considering study abroad participation (Salisbury, Paulsen, & Pascarella, 
2011; Twombly et al., 2012).  For students who are attending a private post-secondary 
school, the increased costs of study abroad might not be as noticeable given the cost to 
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attend a private college or university.  Students who attend a public college or university 
might find studying abroad more expensive due to increased program costs as well as 
ancillary expenses.  Students from lower income family might also lack the cultural 
capital necessary to seek out external funding, such as scholarships, in order to meet the 
costs associated with going abroad. A first-generation and/or low income student might 
not know who to talk to about spending time abroad, let alone be comfortable with 
associated travel.  
Student academic characteristics were examined in the study.  More precisely, the 
students’ participation in AP courses, their self-reported GPAs, and a raw score of the 
average of their college entrance exams (ACT and SAT).  The results of the study 
indicate students who took AP courses, reported a B+ or higher in their GPA, or 
increased their ACT/SAT were more likely to study abroad.  Previously stated in Astin’s 
(1984, 1999) model, motivation is the psychological force behind student involvement.  
Motivation is the manifestation of the psychological act and is applicable to students’ 
achievement in academics.  Based on examining the academic characteristics, students 
who are more academically motivated are more likely to participate in study abroad. 
Astin’s Theory of Student Involvement (1984) assesses student involvement in 
college as a predictor they will persist to graduation.  Rust et al. (2008) conducted an 
OLS study using CIRP data from 2003 where their study results indicated that 
involvement in diversity, social, community, academic, and political activities indicated 
students are more likely to go abroad.  For the purpose of the current study, the 
involvement questions utilized from the TFS and CSS data were the student’s intention to 
join student government, join a fraternity or sorority, participate in IM/club sports, 
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participate in NCAA/NAIA athletics, participate in clubs/organizations, and work on 
faculty research.  The results of the study suggest certain types of involvement are better 
than other involvement for accounting for the decision to participate in study abroad.  
Student government, IM/club sports, and participation in clubs/organizations positively 
predicted study abroad participation when included only in the intent to be involved 
model.  NCAA/NAIA athletics and working on faculty research were negatively 
associated with predicting study abroad participation which is not surprising given the 
time commitment required of athletics and research.  Joining a fraternity or sorority was 
not significant in the model for predicting study abroad.  The results of the current study 
do not completely support the Rust et al. (2008) results.  In the current study, individual 
questions from the TFS and CSS were used as predictors for study abroad whereas the 
Rust et al. article took questions from the two surveys and created scales.  Using 
academic, social, political, diversity, and community scales as predictors of study abroad 
involvement, the Rust et al. (2008) articles indicates that student involvement accounts 
for 15.7 percent of the variation that students would participate in study abroad.  
However, the Rust et al. study included more information about diversity, community, 
and politics from questions on the two surveys and did not necessarily include athletics 
involvement (IM/Club or NCAA/NAIA).  While Malgren and Galvin (2008) indicated 
students of color who study abroad were more likely to persist to graduation, the current 
study indicates that students of color are less likely than White students to go abroad.  If 
study abroad is a path of persistence for student of color, then greater effort needs to be 
made to encourage students of color to participate in education abroad experiences.  The 
GLOSSARI study indicates that students who study abroad are 10.0% more likely to 
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graduate in four years from college than students who do not participate (Sutton & Rubin, 
2010); which also shows increased graduate rates for males and students of color.  And 
while the current study did not focus on graduation rates, it did demonstrate that men and 
students of color study abroad at a lesser rate than White and female students.  Therefore, 
increasing study abroad participation rates of male students and students of color is 
beneficial for the students and the post-secondary schools.  The current study provides 
insight into what factors are influential in knowing which students have a great likelihood 
to go abroad, thus creating an opportunity for post-secondary schools to develop 
interventions, such as scholarships, cultural mentoring/ambassador programs, developing 
heritage study abroad, opportunities for students to go abroad earlier in the academic 
career, and tailoring programs to specific college subcultures, to get more students to 
participate in education abroad.  
The model with all the predictor variables is different when all the variables are 
included together.  This is most notable that when all variables are in the model to 
account for study abroad participation.  All the variables in the model explains 16% of 
the variance for student participation in EA programs.  
Implications for Practice 
 
 The results of the study provide insight for professionals working in study abroad.  
Practitioners can utilize the results to develop appropriate programs for differing student 
groups on their campus.  The results also help provide insight about which students are 
more likely to go abroad.  By knowing who is more likely to go abroad, study abroad 
practitioners can develop study abroad programs with the intent to avoid attrition in the 
process.  Practitioners also have the opportunity to utilize interventions for students less 
likely to go abroad.  
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In recent years, the majority of students who study abroad participate in short-
term study abroad programs.  Short-term study abroad programs are designated as 
programs that last in 2-8 weeks in duration (Kehl & Morris, 2007-2008; IIE, 2014).  The 
popularity of short-term programs is connected to students’ desires to not be separated 
from their campus experiences for longer amounts of time, get out of sequence with their 
major, interrupt their pathways to student leadership and/or lose opportunities with 
employment and internships.   
The opportunity for short-term study abroad also allows students to stay involved 
with campus activities.  For a subset of students, their continued involvement with 
campus activities is important as they intend to eventually pursue leadership positions 
with organizations in which they are involved.  This may be particularly true for students 
involved in Greek Life, Student Government, and students involved with clubs and 
organizations.  While short-term study abroad at the minimum provides the opportunity 
to go abroad, some education abroad professionals indicate that such a short time abroad 
does not allow for the rich cultural immersion that comes from spending a semester or 
longer abroad (Dwyer, 2004; Kehl & Morris, 2007-2008).  Given the duration of short-
term study abroad, it might help students who are working on faculty research, although 
it would be dependent on the nature, timing, and duration of the research.  And while not 
often discussed, there is potential for undergraduate research programs that involve 
participating in the research activities while abroad.  
Over the years, there exists a substantial increase in the number of STEM student 
participation in study abroad.  It is likely that the introduction of short-term study abroad 
programs has increased participation in study abroad.  The short-term nature of the 
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programs allows STEM students to avoid the potential consequences of a traditional 
study abroad program, which might include an interruption in the sequential nature of 
their course work.  
Knowing which students are more likely to go abroad is important for 
practitioners in study abroad.  Using the data, study abroad opportunities can be 
customized to encourage student interest in participating in an overseas program.  
Whether the programs are a semester or longer or a short-term program, understanding 
who is more likely to go abroad creates an opportunity to tailor the experience towards 
students’ needs.  As many study-abroad offices are limited in resources, knowing who to 
market programs to allows study abroad professionals to be more intentional with their 
programmatic efforts.  
Study abroad offices are able to examine data results and determine how to best 
create and market programs that serve majors less likely to go abroad.  Perhaps similar to 
the initiatives that have been successful for increasing STEM participation in study 
abroad can be adapted to help promote international opportunities for other majors such 
as education which is heavily burdened by curriculum standards and policies.  In general, 
for study abroad programs to be successful, buy-in from the academic units as well as the 
university administration is necessary.  
Similar to knowing which majors are more likely to go abroad, knowing which 
students are less likely to participate provides the opportunity to be intentional with 
programmatic efforts in attempt to encourage student participation.  Data also provide the 
opportunity to examine other factors, which might negatively influence participation in 
study abroad.  With some students of color, access might be an issue.  Study abroad 
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offices need to consider barriers to access and determine how to overcome them for 
students.  Whether it is finances or not understanding the nature of a study abroad 
program, educating students on their opportunities and the value added of study abroad is 
necessary.  With increasingly more interest, heritage study abroad might also be an 
important aspect in deciding to study abroad for some students.  As more students want to 
reconnect with their cultural heritage, providing study abroad options outside of Western 
Europe might help increase the interest of some students.  
One area where the results of the study provides interesting insight is study 
abroad as it relates to student athletes.  While it is not a surprise that student athletes 
might not be able to go abroad due to their athletics commitments, it does create room for 
college and university leaders to be more intentional about creating opportunities and 
funding for student athletes to go abroad.  With the growth of summer study abroad and 
short-term programs, student athletes should no longer be in a position to make a decision 
between the commitment to athletics and the choice to go abroad.  The availability of 
short-term study abroad programs provides opportunities to go abroad without 
interrupting training schedules and athletics commitments.  
Over the years, there have been many critiques of study abroad.  Historically, the 
critiques of study abroad have focused on U.S. Imperialism but more recent they revolve 
around the consumerism of study abroad (Sharpe, 2015; Zemich-Bersin, 2007).  As 
professionals strive to place students in overseas programs, it is important to focus on the 
benefits from participating in study abroad and experiencing a culture that differs from 
their own.  It is up to the colleges and universities that promote study abroad to select 
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programs which enhance their students’ education and experience without selling-out on 
their standards and expectations.  
One of the challenges that study abroad professionals face is a clear and concise 
definition for what they are trying to do.  There is continual conversation surrounding 
globalizations, internationalization, and combinations of those words with intercultural.  
It is necessary, at least at the institutional level, to determine a concrete terminology base 
from which to work in order to more clearly align the goals of the post-secondary school.  
By knowing the intended outcome, colleges and universities are able to create plans on 
how they define global citizenry and how that goal is achieved.  
At the institutional level, many things can be done to encourage participation in 
education abroad. In order to truly support a mission of globalization and creating quality 
international opportunities for students, post-secondary schools needs to provide the 
financial support to international initiatives.  Financial support can be provided in a 
variety of mechanisms. First, post-secondary schools can ensure they have policies that 
allow their students to use financial aid to support their overseas opportunities. Next, they 
can work to provide scholarships to encourage and support student participation in 
overseas programs, especially for populations which are historically under-represented in 
education abroad participation.  Scholarships could also be awarded to students as part of 
their recruitment to the college or university so the students know it is not only an 
expectation of their education, but that the financial support is made apparent when the 
student matriculates to the school.  Finances would also support providing enough 
professional staff to ensure students receive the support they need to participate in 
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overseas programs as well as dealing with international partners and the continual 
changes in health and safety issues abroad.  
And while financial support from the institution is important, there are other ways 
for post-secondary school to provide support to students going overseas.  There are 
policies and procedures schools can adopt to encourage student international program 
participation.  In addition to the staff in the international center, faculty and staff can 
work as ambassadors across campus to encourage student participation in education 
abroad.  Encouraging faculty to participate in international programs such as faculty-led 
programs, perhaps even including it in the tenure process, creates a greater investment on 
the part of the faculty is helping students find an opportunity to go overseas.  In 
developing faculty-led programs, post-secondary schools that use staff as part of the 
support team for the faculty develop staff who have a better understanding of what to 
expect when students go overseas and how talk to them more in-depth about the benefits 
of an international experience as well as what to expect.  Having staff who can work as 
emissaries of international education supports sharing the message of international 
experiences to a wider population of students. 
Institutions can also support international education by integrating into the 
education requirements.  Creating international educational components that could be 
satisfied through education abroad can be integrated into general education requirements 
or major and minor courses. By creating policies that allow international credits to 
transfer back more flexibly, students can be assured that studying abroad will not delay 
their degree completion.  While the academic policies are helpful, programs with targeted 
populations should be a focus of post-secondary schools.  Knowing more about who is 
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not going abroad should encourage schools to create programs that engages those student 
populations.  Short-term programs aimed at athletes, leadership development programs 
for students in fraternities and sororities, and research opportunities overseas are just a 
few ways post-secondary schools can engage students who might not think they can go 
abroad.  With such a small percentage of American students going abroad, small changes 
to policies, focused institutional support, and an increase of financial support could 
generate great changes to encourage more students to go abroad.  
Recommendations for Research 
 
 The next section introduces several aspects of the results.  The first is looking at 
the limitations of the study.  While some limitations were previously mentioned, it is 
important to understand the limitations of the study as they introduce new ideas for 
further study.  The limitations also generate conversation about how practitioners can 
examine what they do in the field of study abroad and how they best serve their students 
and greater campus community. 
Limitations 
The current study has several limitations.  While the data set is a nationwide data 
set, the majority of participating post-secondary schools were private colleges and 
universities. From this, one can conclude that the HERI data set is somewhat of an elite 
data set.  The nationwide dataset based primarily on private post-secondary schools 
creates a challenge when trying to apply the results to their public post-secondary 
counterparts.  Another limiting factor to the data set is that it is derived from a paid 
survey.  Since colleges and universities are paying to administer the survey, bias is 
introduced into the results.  The HERI data reported in the CSS and TFS do not provide 
an equivalent data set for those students at the colleges and universities who do not 
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respond to the survey.  Therefore, we do not know the participation rates, demographics, 
involvement, and academic characteristics of those who did not complete the survey.   
Another limitation to the study is the large sample size; which makes it 
impossible to know more about the individual student experience as it relates to study 
abroad.  However, Salisbury, An, and Pascarella (2013) indicate that often times study 
abroad research focuses only on small, post-secondary school populations which prevents 
generalizability; thus, a large dataset provides a new vantage point to study abroad 
research literature.  
 Other limitations to the study were the inability to study specific subpopulations 
on a campus.  Given the small percentage of students of color in the sample, all non-
White race/ethnicities had to be collapsed in order for the numbers to be sufficient 
enough to put into the model.  The questions on the TFS and CSS also ask about sex in a 
binary male/female question.  While this has been updated in more recent versions of the 
surveys, for the current study, it did not address gender identity.  Also, important to note, 
whenever studying students who participate in Education Abroad, it is important to note 
that these students self-select into participation and therefore the study is not causal.  
 An important limitation to the study is Omitted Variable Bias. By knowingly not 
including information on student SES into the study, the results include bias as financial 
access is an important aspect of both post-secondary education as well as study abroad. 
The current data set did not allow to the use of SES data without violating the 
requirements of the logistic regression.  
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Future Research 
The study introduces the opportunity for further research.  The first opportunity is 
to replicate the study at smaller level.  A similar study at a single-institution offers the 
platform to examine how a post-secondary school can better provide study abroad 
opportunities for the specific student population.  Through a single institution study the 
data are focused on a particular college or university, allowing for more precise 
interventions in order to increase study abroad participation.  By also replicating the 
study at the single institution level, a college or university can better match the financial 
data to look at the influence financial needs plays into the decision to participate in study 
abroad.  The single institution study also provides much greater insight into the students 
who do not participate.  While student involvement may not always be able to be tracked, 
many of the other variables included in the study are available in admissions data.  Single 
school studies can look at the participate/not participate in study abroad for their entire 
campus population for most of the variables included in the study.  The single-school 
study introduces the chance for a mixed-methods study where the principal investigators 
can utilize quantitative data but also explore the students’ experiences through qualitative 
inquiry.  
 Another opportunity for research is a mixed methods approach.  The quantitative 
parts of the study come from the students’ survey responses.  By introducing the 
qualitative aspects of the study, researchers learn more about the individual student 
experiences and reflections.  Questions in the study can be tailored to the students’ 
duration abroad, how their involvement on campus influenced whether they participated 
in study abroad, how study abroad may influence their involvement on campus or 
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selecting their major and provides a deeper understanding of study abroad and student 
identity.  A mixed methods approach is probably easiest done in a single college or 
university study but has potential for a multischool study (similar to the Wabash National 
Study [Kuh et al., 1991]).  
The opportunity for single institution study also allows for looking at when 
students study abroad.  The CSS reports student actual participation, but not when the 
students went abroad.  Knowing when students actually participate in study abroad can 
provide valuable insight into the major choices and involvement of students and whether 
participating in study abroad influenced students’ decision to pursue a certain major or 
participate in an organization. 
Twombly et al. (2012) believe that the choice to study abroad can be broken down 
into four categories: (1) Human capital; (2) Economic capital; (3) Social capital; and  
(4) Cultural capital.  A study that integrates both the qualitative and quantitative data 
could provide greater insight into the decision to study abroad.  And while a single-
institution study is more feasible, a larger study which encompasses multiple universities 
and colleges (or even a nationwide study) would provide more tangible data for colleges 
and universities.  Larger studies, such as the Wabash National Study, exist (Kuh et al., 
1991).  
Another data point not collected in the CSS is how long students went abroad.  
Duration of a study abroad program is of great interest to study abroad professionals.  
Knowing how long a student went abroad and the impact the experience has on their 
major selection, campus involvement, personal and cultural identity development are of 
great intrigue to professionals working with study abroad.  And while studies exist that 
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look at duration (such as Dwyer, 2004), there continues to be debate about the impact of 
duration versus experience.  
 A study that focuses only on private post-secondary schools or only on public 
school would be useful for study abroad professionals.  In the HERI data set, there was a 
disproportionate number of private college or university participation.  While the results 
are interesting, they are not necessarily applicable to a public college or university 
population.  By breaking down a similar study by looking at the only the private or public 
post-secondary school data, study abroad offices in similar types of schools can use the 
results for a targeted approach to implement study abroad programs as well as marketing 
those programs to their campus population.  
  One area of interest in the results of the study is the likelihood of students who 
participate in IM/Club sports to study abroad.  While NCAA/NAIA athletes are 
negatively associated with study abroad participation, another subpopulation of the 
campus is more likely to go abroad; students who intend to participate in IM/Club sports.  
With the findings, future study on students who are more involved with IM/Club sports 
might shed light into the students’ motivations and increased intent to go abroad with this 
particular student subpopulation. 
 The existing literature demonstrates the challenge in assessing study abroad.  
Study abroad provides a historical perspective from pre-World War II, to post-Vietnam, 
to the modern world of post-9/11 (IIE, 2015; Twombly et al., 2012; Stearns, 2009; Schur, 
2000).  All of these world events have changed the experience and perception of 
education abroad.  Even in today’s society, the continual latent fear of terrorism 
continues to play into the decisions of many students and their families as to whether they 
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will participate in education abroad.  However, the existing research has significant gaps 
in what is known about education abroad.  Studies that are single-institution or a cluster 
of similar type institutions lack widespread applicability.  Research on study abroad can 
be from the student perspective or the faculty.  There is the possibility for research that 
looks at student majors, duration abroad, gender, race/ethnicity, financial status, as well 
as their human/social/cultural/economic capital.  
Education abroad can take on many different forms from actual study, to service 
learning, to internships.  The vastness of each of these factors as they influence a 
student’s decision to abroad as well as their experience while abroad.  Even with all the 
factors, there is still the opportunity to study pre- and postexperience of the education 
abroad participant.  Currently most studies focus on the poststudy abroad experience.  
However, with a pre/posttest model, there exists more opportunities for study and 
assessment on the impact on student self-actualization, personal growth, and future 
internship/job/graduate school placements. In designing a study, variable to consider for a 
study are duration of time abroad, how a students goes abroad, where the student studies, 
language of instruction, what the student does while abroad (study, intern, service, or a 
combination), student major(s) and minor(s), student characteristics (gender identity, 
race/ethnic identity, etc.), student SES, family/network support of participating in an 
abroad program, student cultural understanding, social/human/cultural capital, previous 
overseas studies (for credit or personal travel), whether they attend a private or public 
post-secondary school, their personal feelings toward going abroad and reflection on their 
experience, how it impacts their major upon return, expressing student identity situated in 
a foreign culture, and/or how an overseas experience impacts their internship 
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opportunities, career goals, and employment.  In consideration of study abroad 
participants, questions occur about whether they participate in study abroad more than 
once, pursue scholarships and academic opportunities abroad, and/or career opportunities 
overseas.  There is the platform for research for colleges and universities that promote 
education abroad to determine the impact of the experience on their student 
retention/persistence and whether the experiences meet their preset expectations for 
graduating global citizens.  
Other areas of research interest are in the opportunity to study student identity as 
it pertains to study abroad.  Understanding how different races/ethnicities go through the 
decision process to go abroad as well as the actual study abroad is important to the 
understanding of the total student experience.  The same inquiry can be said of students 
who identify as LGBTQ, students with differing abilities, various faiths, and other 
student identities.  And while the conversation for the study started with student 
involvement, a student’s identity can have great influence on what they choose to be 
involved in while in college.  Even as we study gender as an identity, there are data and 
studies (McCollough, 2014; Bui, 2004; Grewel & Kaplan, 2002) that demonstrate that 
male students are not studying abroad.  Dedicated research would help provide insight 
into these phenomena that would help study abroad professionals encourage their male 
students to go abroad.  
And while student identity is important in understanding the education abroad 
experiences, there are other areas of interest and concern in study abroad research.  
Duration is a continual conversation in study abroad.  How long should a student go 
abroad to merit a worthwhile experience?  Does a short-term program truly meet the 
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intended goals of education abroad?  Which also begs the question—what are the 
intended goals?  Is the aim intercultural understanding?  Marketability for employment? 
Creating global citizens?  Helping students learn more about their heritage and culture? 
Language acquisition?  Different programs are pursuing different outcomes from an 
education abroad experience.  It is important to be intentional about stating the outcomes 
when planning the programs and/or organization.  Colleges and university leaders need to 
be conscientious in these decisions as they devise international strategic plans.  The focus 
of the program should influence how programs are established, which could impact  
long-term outcomes for any single-institutions studies.  
Other factors that are of interest in research revolve around where students 
actually study while abroad.  With some programs, students are enrolled in classes  
on-campus, but not integrated with students from the host college or university.  Other 
programs students are integrated into the international classroom environment.  And yet 
there are other programs where students never go into a classroom and the instruction is 
in the site visits with their faculty or program directors.  Other factors influencing the 
education abroad experience, and worthy of study, are what type of program the student 
utilizes to go abroad.  Most students study abroad either as a Direct Enroll, an exchange 
student, a program provider, or a faculty-led program.  Some students are abroad on 
programs which are an extension of their own campus with faculty from their home 
college or university.  What students do abroad can influence their decision to go abroad 
and eventually shapes their experience.  While most students purse academic credit 
abroad, other students are opting to complete an internship or participate in community 
service.  And another layer of the research is where students live while abroad.  Most 
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students live in either a residence hall, an apartment, or a homestay.  However, some 
faculty programs may have students staying in hotels.  Each of these details is pertinent to 
the research on the education abroad experience.  Many existing education-abroad studies 
(Rust et al, 2008) focus on the students’ experiences when they return.  In order to have a 
better understanding of the changes that occur from an education abroad experience, 
researchers need to implement more pretest/posttest models.  Using a pretest/posttest 
model will allow the researchers to see the changes that occurs from the specific time the 
students are abroad.  
One other research area that has great potential for study abroad research is a 
longitudinal study.  By tracking study abroad participants from before they go abroad, 
while abroad, once they return, throughout the rest of their college career, and into their 
post-undergraduate experience could provide great insight into the long-term impact 
education abroad.  IES (Dwyer, 2004) conducted a long-term study with education 
abroad alumni from a nationwide data set.  However, it does not include what the 
participants were like before they went abroad and how perhaps the time overseas had a 
long-term impact in graduate school and/or career choices.  
 While education abroad practitioners want to know more about the experiences 
and the transformational impact of education abroad, there are other important things to 
know as well.  There needs to be focused research on why students say they want to go 
and yet usually do not participate.  While there is limited research to indicate the reason 
is cost (Salisbury et al., 2011), there could be other factors as well.  It would also be 
worthwhile to see if the various reasons stated for not going abroad continue to hold true.  
Historically, it was thought women went abroad because they would not have time when 
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they became wives and mothers (Rouse, 2013) and men often state they do not go abroad 
due to time to degree (Twombly et al, 2012).  Both quantitative and qualitative 
information would be helpful to gain better insight into the decision to not go abroad.  
While we discuss the longitudinal need for research on study abroad participants, the 
same can be said of nonparticipants.  Does not going abroad in college impact their career 
aspirations or trajectories?  Does it impact what they do in graduate school?  Do they find 
the time to go abroad while in graduate school?  Do they include international 
experiences in their personal lives?  There are ample research opportunities to learn more 
about the students who do not participate in education abroad.  By knowing more about 
the reasons why students do not go abroad, it could shed light on how to reduce the 
attrition of high school students who indicate they intend to go abroad in college but 
never do.  
Conclusion 
 
 The results of the study found that different characteristics predict study abroad 
participation.  Through the results from the TFS/CSS data set, it was confirmed that 
White women are more likely to go abroad.  However, the data indicated students who 
are pursuing STEM majors are more likely to go abroad which is a break from historical 
trends.  The results support that that students attending private colleges and universities 
are still more likely to go abroad.  And while there exists a great amount of attrition from 
high school seniors and college first-year students who intend to go abroad, we know that 
intent to go abroad is the single most likely predictor that a student will actually 
participate in an overseas program.  The findings also indicate that students who 
demonstrate greater high school academic achievement are more likely to go abroad.  
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While the prediction for the study was that students who intend to be involved are 
more likely to go abroad, the findings indicate that this is not always the case.  Students 
who are NCAA/NAIA athletes and students working on faculty research are less likely to 
study abroad.  Student intent to be involved in Greek life and student government had 
differing results on the actual participation on study abroad based on whether the model 
only looked at intent or if they model looked at all the variables together.  The same is 
said of intent to be involved with clubs and organizations.  However, intent to participate 
in Club/IM sports positively predicted study abroad participation.  
Ultimately, there are many opportunities for further study in order to better 
understand how and why students go abroad, what they experience, and how they get to 
the decision to go abroad in the first place.  Knowing there is ample opportunity for 
continued research in education abroad creates the chance for others interested in the 
field to add to and further the field of literature.  And through the findings of existing and 
future research, college and university leaders will continue to create opportunities for 
their students; hopefully meeting the demands of and preparing our students for an 
increasingly globalized society. 
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